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ABSTRACT
A STUDY OF THE PERCEIVED BENEFITS OF
MAINSTREAMING STUDENTS OF SPECIAL EDUCATION IN
AN URBAN JUNIOR HIGH SCHOOL
FEBRUARY 1991
JAYNE FLEMISTER-LEIGH,
M.
ED.

B.A.,

UNIVERSITY OF MASSACHUSETTS

ED.,

UNIVERSITY OF MASSACHUSETTS

D.,

UNIVERSITY OF MASSACHUSETTS

Directed by:

Professor Byrd Jones

This study documents perceptions by seventeen
students from special education self-contained classrooms
in an urban junior high school who participated in some
regular classes.

Massachusetts and federal laws mandate

placement in the least restrictive setting for all
students in the expectation that "mainstreamed"

students

will feel better about themselves and gain more
academically.

Yet evidence suggests that few students are

mainstreamed and that the benefits to students are not
self-evident in most schools.
The evidence presented in this dissertation came from
two loosely structured interviews with seventeen students
who were selected because they seemed to have had a
reasonably successful experience in regular classroom
placements in a school with a strong commitment to
mainstreaming.

As teenagers who were in a self-contained

setting primarily because of behavioral issues,
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they could

handle academic work and were at an age when peer
relationships are crucial.

Because the researcher had

already established positive relationships with the
students,

the interviews reflected apparently honest

responses—including both positive and negative judgments.
The study also explored attitudes of 10 teachers in the
school toward mainstreaming.
The interviews showed the debilitating effects of
isolated classroom placement as stated by special
education students in self-contained classrooms for
behavioral reasons.

Sixteen of the respondents who

participated in the study preferred mainstreaming in
regular education classes over remaining in one classroom
the entire day.

The student who dissented experienced

difficulty in changing classes and adjusting to different
teachers.
general,

Feelings of embarrassment, worthlessness and in
low self-esteem were experienced by the students.

Being mainstreamed in regular education classes enabled
them to feel

"normal" and part of the school environment.

Their transportation to school on special buses with
mentally handicapped students reinforced feelings of being
classed as

"mentally retarded."

Mainstreaming,

irrespective of teacher attitudes and academic problems,
was preferred over special education classrooms.

The

mixed responses of these students indicates that the goals
of mainstreaming are worth pursuing but staff need more
preparation if P.L.

94-142 is to meet its full promise.
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CHAPTER I
INTRODUCTION - STATEMENT OF THE PROBLEM
This study is about the perceptions of a mainstreamed
program as experienced by seventeen adolescents assigned
to a special education self-contained classroom for
behavioral reasons.

The study will explore the

modifications that will be necessary in regular education
and special education to help the mainstream student
experience academic success.

Without these modifications,

the mainstreamed students from special education selfcontained classrooms for behavioral reasons will
experience only socialization with their peers and limited
academic achievement.

Some students from self-contained

classrooms have experienced academic successes in regular
education classes.
P.L.

94-142 on the national level and Chapter 766 in

Massachusetts with the mandate that students be educated
with their peers in the least restrictive alternative
provided the opportunity for students in special education
classrooms for behavioral problems to experience a regular
junior high school setting.

Without this legislation many

of these students would have been denied equal access to
public education.

The passage of P.L.

94-142 and Chapter

766 in Massachusetts indicated to school systems that a
reformation of existing instructional practices,

roles of

special and regular education teachers and administrative
policies and regulations would be necessary to address the
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individual needs and abilities of students.

Access to

mainstreaming may not bring its expected benefits if
students do not feel accepted in regular education
classrooms by teachers and peers because of traditional
practices and attitudes toward handicapped persons.
Sarason
94-142.

(1982,

p.

253)

addressed the intent of P.L.

He stated:

What the law intended and my experience bears out is
that the number of segregated individuals should be
reduced somewhat.
If anything, however, there has
been an increase in the number of special programs
housed outside of the regular classroom.
In short,
it appears as if the concept of the least restrictive
alternative is being interpreted in ways that
"protect" the regular classroom from the spirit of
mainstreaming; i.e. to maintain as much of the
"status quo" as possible.
The researcher has observed that many teachers do not
accept mainstreaming and that special education teachers
are reluctant to mainstream because of regular education
teachers'

attitudes and administrative attitudes.

There

is ambivalence to mainstreaming with teachers and
students.

Some students, who have been isolated in

special education self-contained classrooms,

are

apprehensive toward mainstreaming because of their lack of
knowledge about a junior high school setting and the
extended period of time that they have been in special
classes has created feelings of low self-esteem and
embarrassment for being assigned to these classrooms.
The placement of students in learning center programs
is a form of segregation from regular education
classrooms.

The researcher has observed that students in
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learning center placements experience low self-esteem and
feel inferior to other students in regular education.
Learning center placement is preferred by these students
over self-contained classrooms,

because they have the

opportunity of being with their peers in non-academic
disciplines.

Regular education students, who are not

assigned to learning centers,

do not share in any of the

activities of that room.
Goodlad (1984)

stated:

"The guality of an educational

institution must be judged on its holding power not just
on the assessment of its graduates."

This statement is

applicable to the high rates of students who drop out of
school.

Schrag (1987)

reported that drop out rates might

be 50% or more in urban high schools.

Students in this

category have experienced academic or social difficulties
in schools.

Some students from self-contained classrooms

for behavioral reasons in junior high schools will be part
of this population of high school drop outs if adeguate
intervention programs are not implemented on this level so
that social and academic success is experienced in high
schools.

McDill,

Natriello and Pallas

(1985)

in their

report on high school drop outs found that one-third of
the students in their study left school because of poor
grades and that the academic focus of school did not meet
their needs.
State Departments of Education have been concerned
with the large number of students who have been identified
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as handicapped.
mandate

(P.L.

Lieberman

(1984)

94-142) was given,

stated:

"When the

a handicapped child was

not handicapped because he was failing in school,

but he

was failing in school because he was handicapped."
Increasing debates among state agencies concerning the
failure of students in schools and the extension of
special education services to these students, who are not
handicapped but simply having academic problems due to
other factors in schools,
McGarry and Finan

have taken place.

(1982)

in a study on the

implementation of Chapter 766 reported that the structures
of secondary education such as departmentalization,
specialization and tracking increased the isolation of
students in special education, made them more vulnerable
to peer pressures,

and increased the difficulties involved

in scheduling and individualizing special programs.
Students under Chapter 766 cannot be suspended for
more than ten days in the school year.

An alternative to

suspension is sending the student home with parental
consent for the day,

thereby alleviating a suspension and

absenteeism for a long period of time.

Many students who

are placed in special education classes are
inappropriately assigned due to behavioral issues.

If the

pre-referral process of Chapter 766 were properly used,
perhaps the students could have remained in regular
classrooms.
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Sarason

(1982,

p.

257)

outlines three conclusions

concerning schools which have successfully integrated
students in the mainstream.

First, mainstreaming means different things in
different schools.
Second, the most successful
schools are those whose principals solidly backed the
law's intent.
Third, success is the function of the
teachers' responsible for handicapped pupils.

P.L.

94-142, broad in its provisions,

issue.

addressed a moral

The practice of segregating students from one

another because of their handicapping condition has been a
function of schools for generations.

P.L.

94-142

challenged school systems that were steeped in traditional
educational practices to provide services for students who
had been segregated in special rooms and programs,

and to

integrate them with their peers in the least restrictive
alternative.
Many students of special education have expressed to
the researcher that teachers really do not care about
their academic achievement.

Some of these students are

eager to learn and desire to achieve academically as well
as students in regular education.

Many teachers believe

that these students do not know the appropriate behavior
in an educational setting.

The researcher has observed

these students display manners,

courtesy,

cooperation and

follow classroom rules as well as any student in regular
education.

Educational settings within public school

systems demand that students strictly adhere to rules,
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regulations and policies set forth by the administration.
Classroom teachers expect certain behavior from students
in their classes.

Students who fail to conform to

expected classroom behavior are suspended from school.
School systems assume that students are motivated,
disciplined and can meet the demands of a structured
environment.

The assumption that all students value

learning and recognize its relevance to other institutions
is a myth.

Many students feel that the schools have not

and cannot meet their needs.

Yet they are forced to

attend school in spite of these feelings,

and they vent

their emotions in the classroom against teachers or other
students.
Bronfenbrenner

(1979,

p.

7)

alluded to the

relationship of different settings and their effect on the
developing organism:
A theoretical conception of the environment
extending beyond the behavior of individuals to
encompass functional systems both within and
between settings, systems that can also be
modified and expanded, contrasts sharply with
prevailing research models.
These established
models typically employ a scientific lens that
restricts, darkens, and even blinds the
researcher's vision of environmental obstacles
and opportunities and of the remarkable
potential of human beings to respond
constructively to an ecologically compatible
milieu once it is made available.
As a result,
human capacities and strengths tend to be under
estimated.

Bronfenbrenner addressed settings such as the home,
school, workplace as environments which may have a
positive or negative effect on developing humans.
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In

order for human development to be effective in different
settings,

certain criteria such as joint participation,

communication,

and the existence of information in each

setting about the other profoundly affects developing
organisms.

Students who have been in self-contained

classroom settings for behavior will exhibit different
behaviors when mainstreamed in regular education settings.
The researcher has observed that the exposure of some
special education students to regular education settings
helped to diminish inappropriate behavior.
Mainstreaming is based on the belief
remove stigma,

"that it will

enhance the social status and facilitate

modeling of appropriate behavior by handicapped
youngsters;

also that it will provide a more stimulating

and competitive environment,

offer a more flexible,

cost-

effective service in the child's own neighborhood and be
more acceptable to the public particularly minority
groups"

(Weatherley and Lipsky 1977,

Sarason and Doris
mainstreaming as

(1979,

p.

pp.

30-31).

9) define the term

"a policy that is opposed to removing

children from the regular classroom and segregating them
in special classes."

The isolation of students from their

peers in self-contained classrooms does not provide the
opportunity for special education students to interact
with students of regular education.

This heterogeneity in

the classroom will help students to understand and to
tolerate diversity within educational settings.
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Mainstreaming or the placement of students in the
least restrictive environment aimed to de-isolate and
integrate students who have been classified as deviants or
misfits as well as the mentally retarded from their peers.
Mainstreaming provides an opportunity for students to
function within the regular education setting and
participate with their peers on an egual basis.

Self

esteem is enhanced by their placement in regular education
settings.
satisfied.

Their need for socialization with peers is
A sense of futility is experienced by students

who have been placed in special education self-contained
classrooms.

Mainstreaming means that there is a chance

for upward mobility through regular education.

The

researcher has observed that mainstreamed students have a
more positive attitude toward learning as well as the
school environment.
Chapter 7 66,
in Massachusetts,

the Special Education Comprehensive Act
opened the educational arena to students

who had been placed in self-contained special education
classrooms,

as well as those with handicapping conditions.

These students had little hope of being part of the junior
high school setting.

Regular education was forced to

integrate these students within their environments and
educate this population with their peers.

The proposed

interviews with special education students at an urban
junior high school should help illuminate these and other
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issues in order to see if students see the benefits of
mainstreaming.
In his article,

"Schooling for Kids no one Wants"

Milofsky discussed mainstreaming in Massachusetts as a
result of Chapter 766.
1.
Mainstreaming means being in the mainstream
part of the time; "Most of these children divide
their time between regular and special
classrooms, with only the most severely
afflicted children in segregated classes."
What
that statement means is that some children are
more segregated than others.
2.
Many teachers feel unprepared for the
responsibilities the Massachusetts law gives to
them, and those school personnel who might be of
help to teachers are too busy meeting their new
responsibilities under the law.
Some teachers,
in the minority, report being able to cope with
their new responsibilities.
3.
Emotionally disturbed children are most
disturbing and school personnel feel that they
are being required to deal with these children
with very inadequate resources and no
expectations that these resources will ever be
available to them.
In the City of Springfield
"Most of these children are boys and many of
them are Black or Spanish-speaking (and) there
is little hope of returning them to regular
classes."
4.
It is difficult for parents to assert their
rights, in part because they do not know the law
and in part because "They are intimidated by the
whole thing."
5.
For some towns and cities the law, despite
its funding provisions, has created financial
hardships.
(Quoted in Sarason and Doris 1979,
p. 377)

Chapter 766 and P.L.
The passage of Chapter 766,

94-142

The Special Education

Comprehensive Act in 1972 was an innovative reform of
special education programs in Massachusetts.

This

legislation required school systems to identify and
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provide special education services to children from age 3
to age 21.

Chapter 766 mandated that school systems

conduct assessments of student needs through consultations
with specialists and with parental involvement.

Chapter

766, Massachusetts Comprehensive Special Education Law has
as its main objective the following policy:
Provide an adequate publicly supported education
to every child resident therein.
It is the
purpose of this act to provide for a flexible
and uniform system of special education program
opportunities for all children requiring special
education; to provide a flexible and non¬
discriminary system for identifying and
evaluating the individual needs of children
requiring special education; requiring
evaluation of the needs of the child and
adequacy of the special education program before
placement and periodic evaluation of the benefit
of the program to the child's needs thereafter;
and to prevent denials of equal educational
opportunity on the basis of national origin,
sex, economic status, race, religion and
physical or mental handicap in the provision of
differential education services.
(Section 1, p. 1)
Chapter 766 requires that special education students
be integrated within regular classrooms.

The terms

"mainstreaming" and "least restrictive alternative" are
factors in determining the placement of special education
students and the implementation of special education
programs.

P.L.

94-142 and Chapter 766 require that

special education students are placed in accordance with
these results.
Chapter 766 requires that:

(1)

handicapped persons

between the ages of 3 and 21 be provided a free
appropriate public education;
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(2)

handicapped students be

educated with non-handicapped students to the extent
appropriate;

(3)

educational agencies identify and locate

all unserved handicapped children;

(4)

evaluation

procedures be adopted to insure appropriate educational
service;

(5) parents have a substantial role in the

consent and approval of evaluation and placement;
procedural safeguards be established.

(6)

Individualized

educational programs were to be designed for these
students.
This law placed a huge burden on school systems,

not

only for evaluations but also to provide special services
and to extend the ages from 3 to 21 to implement and
design programs that would comply with this legislation.
The legislation omitted specific guidelines in order to
encourage local initiative by school personnel,

and school

districts faced a dilemma of implementing Chapter 766.
They recognized that this law required more resources than
were available for compliance.

School personnel had to

develop coping strategies to deal with the tremendous
amount of work required to implement this legislation.
Weatherley and Lipsky (1979)

in a scholarly monograph

investigated the patterns of implementation of Chapter 766
by school districts in Massachusetts.

School personnel

were fearful that their work security would be endangered
if they did not have enough students enrolled in their
programs.

School districts worried about reimbursements

by the state if they provided the necessary resources
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mandated by the new law.

The referrals processed by the

school districts in the Weatherley and Lipsky report
reflected the tremendous amount of work required to insure
the implementation of Chapter 766.

The school district

which implemented the legislation in compliance with the
regulations of Chapter 766 processed the fewest referrals
because of the time involved in trying to assess and place
students appropriately and according to their needs.
Weatherley and Lipsky (1979)

define street-level

bureaucrats as policemen, welfare workers,
defenders,

health workers,

public

teachers and any other public

employees who interact with the public and whose decision
making calls for professional initiatives.

Street-level

bureaucrats interact directly with citizens in the course
of their work and have substantial discretion in executing
it.

Personal and organizational resources are limited in

relation to the tasks they must perform.
street-level bureaucrats,

Teachers,

as

had to make adjustments in their

daily behavior and develop strategies to meet the demands
of Chapter 766.

Teachers,

as street-level bureaucrats,

played a vital role in administering the provisions of
this legislation.
Chapter 766 forced regular education personnel to
acknowledge a segment of the population which had always
been considered second-class citizenry.

Local school

systems have not wanted to assume the responsibility for
special education programs.

Students who could not adjust
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within the traditional education system were transferred
and placed in special education programs.
label students with deviant behavior as
Chapter 7 66,

broad in its provisions,

School systems

"trouble makers."

recognized the

individual differences within students and attempted to
address this factor.

If education in our society is the

vehicle for upward mobility,

surely school systems must

strive to integrate all students so that this will become
a reality for all children—especially those on the
margins.
The civil rights movement and the 1954 Supreme Court
desegregation decision was a catalyst for the proponents
of P.L.

94-142,

or the Education for All Handicapped

Children Act which was enacted in 1975.

Before this time

the federal government had taken only limited roles in
prescribing standards for health or education.
Historically,

individual states had responsibility for

schools and educational standards.
The passage of civil rights legislation by Congress
as well as the 1954 Supreme Court desegregation decision
created an interest by advocacy groups in the humane and
moral treatment of mentally retarded citizens.

The

relegation of special needs students to self-contained
classrooms does not provide optimum academic instruction.
Special education teachers are expected to instruct in all
disciplines.

Students,

therefore,

are limited in academic

areas in which they can receive expert instruction.
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Students are denied the expertise of regular education
teachers.
Advocacy groups exposed the segregation of special
education students from other groups,
for better facilities.

as well as the need

One can compare the separation of

special education students from the mainstream with the
treatment of mentally retarded human beings.
The pressure for mainstreaming did not evolve within
the educational arena.

Teachers, who might have been

advocates for children with handicapping conditions,
ordinarily did little except ask for more special
education services and not mainstreaming.
of P.L.

The proponents

94-142 depended on political pressure and the

courts to pave the way for the handicapped population as
well as the talented and gifted.
P.L.

94-142 was modeled after the Massachusetts

mainstreaming law (Chapter 766).

These laws are important

for children who are handicapped or misclassified as
handicapped by school districts,
children because the laws

(1)

and for parents of these

reguire states to provide

special education and related services to children with
special needs,

(2) provide financial assistance to states

and local school districts to develop appropriate programs
and services and (3)

establish and protect substantive and

procedural rights for children and their parents.
P.L.

94-142 defines handicapped as those children

identified as being mentally retarded,
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hearing impaired,

deaf,

speech impaired,

disturbed,

orthopedically impaired,

deaf-blind,

multi-handicapped,

learning disabilities,
need special
of this

visually handicapped,

who,

emotionally

other health impaired,

or as

having specific

because of these impairments,

education and related services.

The passage

law by Congress was a major assurance that

handicapped children could receive an appropriate
education within the

least restrictive alternative.

This

law extends to parents and teachers the power to make
recommendations

concerning the mis-classification of

students due to evaluation procedures.
this

law,

Parents,

under

have the option of accepting or rejecting the

educational placement of their children.

Springfield Public
Special education programs

Schools

in Springfield must comply

with the regulations and policy of Chapter 766 and P.L.
94-142.

The criteria for the placement of

education students
1.

in school based programs

is:

Students may be referred to the Special Education

Department by any school official,
social worker,
himself/herself
2.

special

physician,

parent,

judicial officer,

if he/she is

guardian,
or the student

18 years of age or older.

The Special Education Director receives the

referral and assigns an Evaluation Team Chairperson to the
student.
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3.

Parents'

permission for testing is obtained and

the evaluation process and parent/student rights under the
law are explained.
4.

Upon completion of all assessments

the regulations,
Participants

required by

a team evaluation meeting is

in this meeting include student,

where necessary,

individual

specialists,

scheduled.
parents,

and

or their

designees.
5.

Following a full discussion of the results of the

assessments,

the team recommends

special education

programs and services which seem appropriate to meet the
student's
6.

individual

special needs.

An Individual Education Plan

developed and forwarded to the parent,
himself/herself

if he/she is

(IEP)

is then

or the student

18 years of age or older,

for

approval.
7.
IEP,

Parents have the option of either accepting the

rejecting it,

team participants

or asking for a review meeting with the
in order to seek changes

recommended services.

in the

They may also postpone their

decision until an independent evaluation can be conducted.
8.

Regular progress

during the school year.
is

reports are submitted to parents
In addition,

each child's program

reviewed annually and recommendations

school year are submitted to the parents
approval.
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for the coming
for their

Approximately 3,125 or 13% of the 23,355 students
enrolled in the Springfield Public Schools received the
services of Chapter 766 as of October 1,

1988.

There are

1,173 males and 586 females who are provided services
under Chapter 766 in Springfield elementary schools.
Approximately 976 Blacks,

963 Hispanics,

1,178 Whites and

8 Asians are the racial composition under Chapter 766.
the elementary level,

At

1,919 students receive special

education services under Chapter 766.

Fifty elementary

students,

grades one through six,

program.

Students under this prototype might only receive

counseling services.

are enrolled in a 502.1

There are 398 students in a 502.2

program which is 25% separate from the mainstream.
Another 690 students are enrolled in a 502.3 program which
is 25% to 60% separate from the mainstream.

Prototypes

502.2 and 502.3 are designated as learning centers or
resource rooms for remedial instruction in reading, math,
English,

social studies and science.

Approximately 696

students are enrolled in a 502.4 program,
Adjustment Classes.

or Pupil

Some of the students remain in the

classroom for instruction the entire day with the
exception of mainstreamed students.
a substantially separate program.

A 502.4 prototype is
This prototype also

indicates programs for the mentally handicapped students
in the junior high and elementary schools.
Approximately 1,044 students receive Chapter 766
services on the secondary level.
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Twenty-three secondary

students,

grades seven through twelve are enrolled in a

502.1 Adjustment Counseling and Monitoring program.

There

are 196 students in a 502.2 program and 345 students are
provided services in a 502.3 program.

Approximately 376

students are provided services in a 502.4 program.

Pupil

Adjustment Classes are not located in the high schools of
Springfield.

Self-contained special education classes for

mainstreaming terminate at the junior high school level.
Learning centers are located in Central High School,
Commerce and Putnam High Schools.

There are 827 males and

366 females who are provided services under Chapter 766.
Special education services provided by the
Springfield School Department,
Services are:

the Bureau of Pupil

Two Learning Centers at Kennedy Junior High

School offer instruction in reading, math,
studies and science.

English,

social

The prototypes for the learning

centers are 502.3 and 502.2.

Sometimes students are

transferred from the self-contained classrooms

(502.4 or

Pupil Adjustment Classes) to the learning centers for
individualized instruction.

Students can only remain in

the learning centers three periods per day.

The remainder

of the school day is spent in the mainstream.

Learning

centers are located in all Springfield public schools.
The Pupil Adjustment Program services students who
are categorized as emotionally disturbed, behavioral
disordered,

or socially maladjusted.

There are

approximately twelve students in each classroom.
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An

instructional aide is mandatory when there are more than
eight students in a classroom.

With the exception of

mainstreamed students and physical education classes,

the

students remain in self-contained classrooms the majority
of the school day.

Students are placed in this program

only if they have been recommended by a Core Evaluation
Team under Chapter 766.

There are two Pupil Adjustment

Classes at Kennedy Junior High School.

Van Sickle and

Kiley Junior High Schools have three Pupil Adjustment
Classes in their buildings.

Duggan Junior High School has

two Pupil Adjustment Classes and Chestnut and Forest Park
Junior High Schools have one Pupil Adjustment Class.
There are approximately 144 students assigned to these
classes or 4 percent of the total number of students
receiving services under Chapter 766.

Some of these

students are mainstreamed into regular education classes.
Mainstreaming provides the least restrictive alternative
for some students in self-contained classrooms.

Junior

high school students who have been placed in special
education self-contained classrooms for behavioral
problems will benefit the most from mainstreaming.
The mentally handicapped program services students in
a self-contained classroom prototype 502.4.

A 502.4

program also indicates classes for the mentally
handicapped.

An adaptive physical education program is

provided for them.
bus transportation.

Instruction is provided in the use of
Daily living and vocational skills
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are taught.

An individualized academic program is

provided to address the needs of the student.

There are

two of these classes at Kennedy with an enrollment of 19
students.
Counseling services are provided for students under
Chapter 766.

An adjustment counselor is present in the

building and students may be seen on a daily basis.
Chapter 766 provides family counseling for students who
are in need of this service.

School systems must pay part

of the cost if it is a service needed by students.
Home teachers are provided for students who have to
be away from school due to a prolonged illness.

These

teachers also instruct students who are waiting for out of
district placement due to a core evaluation team meeting
under Chapter 766.

Certified itinerant teachers are

provided for the hearing impaired.

These students are

mainstreamed into the regular school program.

Hearing

specialists help with speech problems.

Pupil Adjustment Classroom Setting
The mainstreaming of special education students at an
urban junior high school in Western Massachusetts has
taken place in a positive manner for some students.

Some

mainstreamed students have been enrolled in all academic
disciplines,

as well as art, music,

vocational education classes.
at assemblies,

physical and

These students are welcomed

dances and special programs that are given
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during the school year.

Mainstreamed students are

encouraged to participate in extracurricular activities.
At the present time some of them are members of the
soccer,

baseball and basketball teams.

The sponsors of

these activities are very supportive of these students'
participation in the various activities.
The administration has demonstrated their belief that
"fairness belongs to all"

by the integration of special

education students within the regular education
environment.

The attitude of the administration reflects

an earnest desire that special education students be given
an opportunity to function with their peers
education setting.

The administrators

in a regular

have personally

counseled these students and have not suspended them
unjustly.

The Principal and Vice Principal have used

their offices as
suspensions.

"time out"

areas as alternatives to

The students receive their assignments

these areas and complete them during school hours,
the educational process

thus

is continued.

The Guidance Department offered its
mainstreamed students.

in

The counselors

services to

have made

themselves available to them during the school year and
have assisted in programming classes
into the mainstream.

for their entrance

Alcohol and drug abuse counseling

services have been provided.

Career counseling and

information regarding the programs at the senior high
schools have been disseminated to students.
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Some of the instructional staff have the same
expectations for academic achievement from the
mainstreamed students as well as the students of regular
education.

Teachers have shared their materials with

mainstreamed students and have offered their assistance if
needed.

One teacher spends one period per week as a

writing lab instructor with students of special education.
These educators have been flexible,

cooperative and

willing to assist mainstreamed students in their
endeavors.
The researcher's setting is a module adjacent to an
urban junior high school.
classrooms,
bathroom.

The module contains two large

a faculty bathroom and a boys'

and girls'

There are two classes located in the module,

a

regular education English class and a special education
class for emotionally disturbed or behavioral disordered
adolescents.

The students go to the main building for

their mainstreamed classes and return to the module for
classes in which they are not mainstreamed.
are required to take physical education,

All students

therefore,

all

special education students are mainstreamed in this area.
The climate of the special education classroom
reflects an atmosphere of comfort not rigidity.

The

module is brightly decorated with works of art done by
students and articles of interest.

Teaching aids are

displayed on the walls to help the students.

The students

do not feel intimidated by the teacher or aide and eagerly
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share their personal problems for advice and guidance.
They are comfortable in asking for help with their work
and are not embarrassed when they need assistance.

Peer

tutoring is encouraged by the special educator and eagerly
accepted by the students.

Activity centered learning is

encouraged and students work together on projects for the
room.

The chalkboard is used extensively by the students

during the school day.

Students help with the maintenance

of the classroom such as watering plants,
organizing materials,

dusting,

passing out papers and pencils and

taking messages to the office.
The behavior of the students is not any different
from regular education students.

They are cooperative in

class and the noise level is held to a minimum.
due to external problems,
evident.

At times,

acting out behaviors are

Teacher expectations are high for student

achievement,

and academics are strongly encouraged so that

they will be successful in the mainstream.
The curriculum of the special education classroom
follows the curriculum of regular education.

The academic

abilities of the students range from slow learners to high
achievers with different learning styles.

Diverse

materials and instructional strategies are used by the
special educator to accommodate the individual needs and
abilities of the student.

Individualized instruction as

well as group instruction is utilized in the classroom.
The special educator and instructional aide work
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individually with students who require assistance.

There

are approximately ten to twelve students in the classroom,
therefore,

individual attention can be given if needed.

Mainstreamed students are helped with assignments and use
textbooks and worksheets assigned by the regular education
teacher for a particular discipline.
An Adjustment counselor talks with the students once
a week.

The regular counseling staff has also counseled

mainstreamed students.

Students attend assemblies,

dances

and have lunch in the cafeteria with regular education
students.

Mainstreamed students leave the cafeteria and

go outside with regular education students after lunch.
Behavioral modifications techniques used in the
special education classroom are a point system in which a
student may receive free time,

go to the library,

talk

with other students in class concerning topics of
importance,

or work on art projects as rewards for

appropriate behavior.
In general,

the special education classroom is not

any different from the regular classroom.

The student

behavior is just as appropriate as the behavior of any
other student.

The students are sent to administrators

for discipline reasons only when they are severe and
unmanageable in the classroom.

Rarely has the researcher

experienced such aberrant behavior.
The researcher has received many compliments from
regular education teachers concerning students who have
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been mainstreamed.

Students have received awards for

excellence in social studies and reading.

The school

climate reflects a positive attitude toward students,
special or regular,

who are involved in the learning

process.
This study will provide regular education and special
education teachers with information regarding
mainstreaming viewed from a student's perspective.

The

information will assist regular and special education
teachers in designing programs and implementing
instructional strategies which will facilitate learning
and address the needs and abilities of individual
students.

It will provide parents,

based educators,

teachers,

university-

state education agencies and public

school administrators with information that will assist
them in designing staff development programs relevant to
mainstreaming.
Purpose of the Study
This study will compare and contrast the intent of
Chapter 766 with the actual implementations of the law in
the mainstreaming process with particular attention to
those in self-contained classrooms for behavioral problems
(502.4 Pupil Adjustment Classes).

The study will

determine the modifications within the regular education
structure that would be beneficial in the integration of
students in regular education settings.

This study will

explore the changing roles of special and regular
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education teachers in regular classroom settings with
special education students.

The study will determine from

mainstreamed students data which they thought were most
beneficial to them in regular education.

Significance of the Study
This study will provide information relevant to
mainstreaming.

Mainstreaming will require regular and

special education teachers to work together to implement
programs on the junior high school level so that the drop¬
out rate among high school will decrease.

Teacher

attitudes and student attitudes will seriously affect the
success of the mainstreamed student.

Isolated class

placement in special education impedes mainstreaming.

The

school culture and traditional educational practices have
impacted negatively on most mainstreamed students.

The

division between special education and regular education
has created negative attitudes in both areas,
hindering mainstreaming.

therefore,

Staff development which provides

direct socialization and strategies to address individual
needs and abilities will help to decrease problems in
mainstreamed classes for handicapped students.
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Limitations of the Study
This study is limited by the following factors.
one school participated in the study.

All of the

participants volunteered to be interviewed.
education students'

Only

Special

perceptions of mainstreaming were

included in the study.

Special education teachers and

regular education teachers, who displayed a more positive
attitude toward mainstreaming, were consulted.

Some of

the students who participated in the study had been in
regular education classes before being transferred to
special education classrooms.

Other students of special

education had not experienced a regular junior high school
setting.

The researcher is a special education teacher

committed to mainstreaming.

Definition of Terms
Mainstreaming — A policy that is opposed to removing
children from the regular classroom and segregating
them in special classes.

This policy put positively,

seeks heterogeneity in the classroom in order for
children to perceive,

understand,

diversity within their midst

and to tolerate

(Sarason and Doris,

1979) .
Self-contained classrooms — Classrooms designed for the
placement of students in special education who have
been labeled emotionally disturbed, behavioral
disordered and socially maladjusted.
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Chapter Outline
Chapter one will include the statement of the problem
regarding P.L.

94-142 and the integration of students from

self-contained classrooms in regular education.

The

chapter will also include the purpose of the study,
significance of the study,

limitations of the study and

the definition of terms.
Chapter two will provide a review of the literature.
The literature review will discuss the history of special
education in school systems,
expectations,

teacher attitudes,

teacher

homogeneous and heterogeneous grouping,

the

excellence in education movement and mainstreaming models.
Chapter three will present the design and procedures
for the study.

The researcher developed two

questionnaires to elicit the views of seventeen
respondents from special education self-contained
classrooms and five regular and five special education
teachers involved in mainstreaming.

Parental consent

forms were given to the respondents so that the researcher
had permission to interview the students.

The interviews

were conducted approximately ten weeks after the students
were mainstreamed.
researcher.

The data was analyzed by the

Based on these interviews the researcher

learned how students, who were mainstreamed, viewed the
process.
Chapter four analyzed the interviews.

Results from

open-ended interviews were presented in two forms.
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First,

a composite answer presented a number of typical
experiences

in mainstreaming.

Second,

the researcher

identified a number of common themes and presented
evidence related to these incidents and significance.
Chapter five provided the conclusions and
recommendations

for improving mainstreaming.
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CHAPTER II

REVIEW OF LITERATURE
The placement of

students

in special education self-

contained classrooms or in separate
problems
School

schools

for behavioral

has been debated since the nineteenth century.

systems have used these classes as depositories

for

students with aberrant behavior to alleviate stressful
situations

in regular education classrooms.

from their peers
frustration,

in a separate environment creates

dissatisfaction,

future among many students.
learning is

Isolation

hostility and fear of the
A sense of futility in

experienced by students who have been assigned

to these classrooms.
P.L.

94-142

and Chapter 766

in Massachusetts

recognized a need for change and mandated that students
who were placed in isolated classrooms be educated with
their peers

in the

least restrictive environment.

Labels

affixed to students assigned to self-contained classrooms
have been demoralizing,
forces

and the stigma of this placement

students to overcome

affect their future

labels and barriers which will

lives.

Germany was a pioneer in the establishment of
education classes
label

(Sarason and Doris,

1979).

special

The classic

for children who were not progressing in regular

folk school was mentally subnormal.
auxiliary classes

Pupils were placed in

in Germany if progress had not been made
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for a two year period in the regular folk school.
education classes did not provide services
twelve students at that time.

Special

for more than

Auxiliary schools were

formed to alleviate frustration and stigma of constant
failure,

individualized instruction to address the needs

of the child and to maximize the efficiency of instruction
for the majority of

students enrolled in the regular folk

school.

*

The argument in 1898-1899

for the integration of

special education programs within regular folk schools in
Germany can be compared with the rationale of P.L.
and Chapter 766
Doris,

in Massachusetts.

94-142

According to Sarason &

a contemporary argument for educating the retarded

in regular schools offered two reasons:
In the first place, the distances to school
would become too great; but in the second place,
the definitive assignment of children to such a
school would place upon them the stamp of
inferiority for all time, and often prematurely.
We follow the plan of retaining the child as a
pupil in his own district, of placing him for
instruction in small classes, and of bringing
him back into association with other children as
soon as possible, while we now begin special
instruction with the children of the lowest
classes, our plan is step by step and according
to the quality of the pupils to add to the
lowest auxiliary class a higher one and so on,
but always with the purpose of replacing the
special instruction as soon as possible by the
regular.
(Sarason and Doris 1979, pp. 14-15).
In the United States

special education programs drew

on English systems which followed German designs.
American educators—notably Walter Fernald,
of the Massachusetts

superintendent

School for the Feebleminded,
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Henry H.

Goddard,

director of the research laboratory at the

Vineland Training School and Elizabeth Farrell,

a leader

in the development of New York City's ungraded classes
the mentally subnormal—visited European models.
and Goddard's observations
such as

imbeciles

Farrell

focused on diagnostic

for

Fernald
labels

and feebleminded.

in her observations of the English Board

Schools alluded to the physical characteristics of the
children and the ecological effect of their socio-economic
backgrounds.

Farrell presumed that children with very low

mental ability would have to be placed in institutions.
Children,

who would be educated in special classes must

have some mental power.

Truancy in children was

indicative of a personality disorder within the
individual,

not inferior teaching,

environment.

Physicians'

or a negative school

diagnosis of children's mental

deficiencies was the key factor in the placement of them
in the English special classes before the intelligence
tests.

These tests

seemed to validate that children of

the poor and indigent had sub-normal capacities that
required a different kind of
Whipple's

(1913,

p.

schooling from their peers.

384)

wider and more generic

definition of a special class designated

"Any form of

class provided for a group of children who are in some way
exceptional and who cannot,

therefore,

be instructed to

advantage in the regular classes of the school

system

either because they fail to receive the instruction suited
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to their special needs or because they receive such
instruction at the expense of the remainder of the class."
This

rationale opened classes

in the cities of Boston,

York and Cleveland in the United States.
class,

provided services to deaf

provided services to truants,

students,

New

The Boston
New York

and Cleveland students with

disciplinary problems.
The enforcement of Compulsory Attendance Laws brought
students

into an educational arena which was

their culture and created problems
Immigrants

foreign to

in school adjustment.

from southern and eastern Europe had difficulty

in becoming acculturated within the nativist system.
educators

shared the prejudices of the dominant culture:

new immigrants were perceived as poor,
intellectually inferior.
well as

immigrants,

dominated by a
prevails

The children of the poor,

graded system.

schools of today.

as

This

system

Age graded

performance of children at a similar age,
consideration of

and

were forced into an educational arena

"lock-step"

in public

immoral,

classrooms presume an equality of ability,

motivation and
leaving little

individual difference.

During this time teachers
instruct

Many

"educational misfits."

lacked training in ways to
Few teachers knew what to

do with the students or how to help them.

Colleagues

revered the few teachers who could handle special
students.
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In summary,

the German Folk Schools,

English Board

Schools and the American Public School System designed
special education programs in the same manner.
special classes,

auxiliary classes,

These

"dummy rooms" or self-

contained classrooms instructed students who were labeled
as mentally retarded,

truants,

discipline problems or

whatever description suited the purpose at that time.
These students were thrown together in special education
classes irrespective of their handicapping condition.
Although school systems were not certain that
segregating these classes would serve the students best,
they were organized to assure that the education of the
majority would not be impeded by their presence.
practice continues today,

This

and the rationale for the

formation of special education classes in the twentieth
century parallels that of the nineteenth century.
Students who could not adjust to the traditional
educational setting were placed in auxiliary schools and
classes.

Special Education in Urban Schools
Special education self-contained classrooms in urban
middle schools of today provide services to students who
have been labeled as socially maladjusted, behavioral
disordered or emotionally disturbed.

These students are

predominantly members of the lower socio-economic strata
of society.

The student population within these
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classrooms is dominated by poor Whites,

Blacks and

Hispanics.
The researcher has observed that teachers have low
expectations for academic achievement.

Instructional

strategies are obsolete and focus primarily on the most
elementary forms of subject matter.
considered intellectually limited,

These students are
therefore,

they are not

capable of learning academic materials of a higher nature.
Adolescents are classed by some adults as
troublemakers,

nerds, misfits,

pests,

and in whatever term

can be used to describe these young people with acting out
behaviors that are not acceptable to society.
adolescents feel misunderstood,

criticized,

Some

threatened and

misplaced in society as well as their communities.

Their

fear of failure has been expressed innumerable times to
the researcher.
despair,

Unhappiness with their home life,

poor school achievement,

alcohol and drug abuse,

sexual abuse and their place in the world of work were
concerns expressed to the researcher.
The transition from childhood to adulthood is
stressful for most young people.

The middle stage or

adolescence is marked by their guest for an identity, peer
acceptance,

parental approval and guidance.

The youngster

in this stage of human development begins to observe
himself or herself and significant others in their lives
in a different context.

Peer groups act as support

systems to help adolescents deal with problems because
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they feel that their peers share the same problems and can
identify with them.
Thousands of interviews with adolescents in urban,
suburban and rural areas by Francis Ianni

(1989)

have

provided an insight into the behaviors and thoughts of
young people who were experiencing this middle stage of
life between puberty and adulthood.
in-depth knowledge of adolescents'
peers,

families and friends.

His report presents
relationships with

The expectations that

employers have for these teenagers in the world of work
presented problems for young people who were not motivated
by their home environments and were considered illiterate
by school standards.

Most of the communities studied in

this report were vastly different from one another.

The

affluent suburb Sheffield gave a greater sense of security
to the adolescent.

The young adolescent in this

environment felt more empowered and secure in attaining
his/her goals and fulfilling his/her dreams because of
their socio-economic status in society.
Adolescents from an urban inner-city environment
experienced frustration in striving to meet their goals
because of poverty and the disjunct state of their
environments.

These young people have goals and dreams

just like any other youngster.

The reality of their

aspiration is governed by their socio-economic status in
society and the institutions of their communities.
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The "sorting"

system in schools helps adolescents to

identify who they are.

This system aids in discouraging

youngsters who are members of a certain race,
ethnic group.

class or

Many educators regard students with

behavior problems as products of a social,

cultural and

family background syndrome which alters academic
performance and self-development.

Students become aware

of their status in schools and low self-esteem is
reinforced by the discriminatory practices of sorting.
The sorting of students in school systems reinforces the
identity images inherited from families,

Ianni states:

It is the effects of poverty and deprivation,
however, rather than race or ethnicity which account
for poor performance in school.
When we compared
similar communities we found, as so many others 'have,
that class shared values and aspirations for youth as
well as the family's educational values were far more
important than ethnicity in developing those
characteristics which insure success in school and
later on the job.
(Ianni, 1989, p. 114)
Ianni

(1989)

emphasized that parents,

teachers and

the institutions of a community must share the
responsibility for guidance and direction of adolescents
within that community.

Parents who felt that they were

outsiders in their habitats were not actively involved
with the schools or other organizations in their
communities.

Sometimes their values,

ideals and

expectations differ drastically from the other
institutions in their communities.
with poverty,

Communities inculcated

hopelessness and disjunct family units are

breeding grounds for delinquency,
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truancy,

un-employment

and teenage pregnancies.

Communities which work together

and have the same expectations and consistent values were
most likely to successfully guide and direct adolescents
through this transitional stage.
irrespective of peers,

Adolescents,

look for guidance and direction

from adults.
Special education programs in the 1960s were heavily
populated with minority groups in the United States.

It

was estimated that 60 to 80 percent of the pupils taught
by special education teachers were Afro-Americans,
American Indians,

and Hispanic-Americans.

These pupils

were from the lower socio-economic bracket.

Most of them

came from broken and disjunct home environments.
were not from middle class environments.

They

These students

were labeled mentally retarded and placed in special
classes.
Dunn in a scholarly article,

"Special Education For

the Mildly Retarded-Is much of it Justifiable?" alluded to
the inferior quality of the curriculum and the large
numbers of minority students from the lower socio-economic
strata who were placed in special education at this time.
Dunn opens his argument by stating that:
A better education than special class placement
is needed for socio culturally deprived children
with mild learning problems who have been
labeled educable mentally retarded.
Over the
years the status of the pupils who come from
poverty, broken and inadequate homes, and low
status ethnic groups has been a checkered one.
In the early days these children were simply
excluded from school.
Then, as Hollingsworth
pointed out with the advent of Compulsory
Attendance Laws, the school and these children
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"were forced into a reluctant mutual recognition
of each other."
This resulted in the
establishment of self-contained special schools
and classes as a method of transferring these
"misfits" out of the regular grades.
This
practice continues to this day and unless
counter forces are set in motion now, it will
probably become even more prevalent in the
immediate future due in large measures to
increased racial integration and militant
teacher organizations.
For example, a local
affiliate of the National Education Association
demanded of a local school board recently that
more special classes be provided for disruptive
and slow learning Children.
(Dunn 1968, p. 5).
Jane R. Mercer expressed the sentiments of parents
who have children in special education classes:
One of the most persistent complaints we heard
from parents of children inappropriately placed
in classes for the mentally retarded was their
concerns about the limited and repetitious
nature of the educational program.
For example,
one Black mother in our study said "Bill is
being retarded in special education.
We have to
make Bill go to school because the class does
not offer a challenge to him.
What they do is
repetitious—the same thing over and over.
He
does not like school."
Many of these children given prompt
assistance early in their educational career
would eventually be able to progress without
special help.
Placed in a special education
class for mentally retarded they will never be
fully educated.
(Mercer 1974, pp. 135-136).
The impetus for these self-contained classrooms was
the development of behavior modification technigues
intended to alter disruptive behaviors.

The researcher

has observed that special educators believe that physical
education activities and free time are essential for these
students as it alleviates classroom problems and provides
an outlet for energy expansion.

Special educators feel

that it is ludicrous to expect an academic day for this

39

population, therefore, programs which require minimal
instruction are better suited to their needs.

The

prospect for these students because of family background,
status in society, and environment is incarceration or
welfare assistance for survival.

Very few are expected to

become productive members of society.
These beliefs are reinforced by myths,
and personal experiences.
frustrations in schools,

stereotypes

Factors such as personal
socialization of new teachers by

experienced staff, teacher education that emphasizes
individual differences in ability, research indicating
that family background is the primary determinant of pupil
performance and common racial and ethnic stereotypes
contribute to this belief.
In their classic study, Jacobson and Rosenthal (1968)
argued for a direct relationship between teacher
expectations and students'

intellectual development.

This

study selected at random students who had not been labeled
as intellectuals or capable of achievement.

These

students scored equally well or better on intelligence
tests as students who had been labeled as intellectually
superior.

The findings of this study indicated that all

sorts of students, whether they were labeled as slow
learners, ordinary pupils or very bright pupils excelled
in school because of high teacher expectations.
The Jacobson and Rosenthal study (1968) indicated
that the Mexican American child made greater gains.
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These

Mexican Americans had been considered culturally
disadvantaged and culturally deprived.

Rosenthal and

Jacobson clearly emphasized in their study that ability
and achievement in children appear and develop when
recognized and encouraged by a given society.

Teacher Expectations
Persell

(1977)

listed four major sources of teachers'

predisposition to certain expectations

for students:

1.

certain personality traits of teachers;

2.

societal prejudices and socializing experiences both
in the wider community and within the school;

3.

educational

concepts and beliefs

cultural deficits;
4.

educational

such as

I Q or

and

structures

such as grouping practices or

testing programs.
Brookover

(1982)

identified seventeen factors as

sources of bias producing lowered academic expectations
from staff:
1.

Sex--lower expectations
older girls.
boys'

This

for elementary boys and for

is a function of beliefs about

slower maturation and sex role discrimination

for older girls.
2.

S.E.S.—lower expectations
Economic

Strata),

education,

for lower S.E.S.

(Socio

(including level of parental

types of

jobs held,

etc.).
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place of residence,

3.

Race—lower expectations

4.

Test scores,
ability"

for minority status.

permanent records belief

in

"fixed

precludes possibility of improvement.
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5.

Negative comments about students—lounge talk with
other teachers'

or principals'

evaluation result in

lower expectations.
6.

Type of

school—rural,

inner city or suburban—the

first two are associated with lower expectations.
7.

Appearance—lower expectations associated with
clothes or grooming that are out of
material,

8.

Oral

style,

cheaper

etc.

language patterns—negative cues

from any non¬

standard English result in lower expectations.
9.

Neatness--lower expectations associated with general
disorganization,

10.

poor handwriting,

etc.

Halo effect--tendency to label a child's overall
ability based on one characteristic

(e.g.

poor

behavior becomes the basis of overall negative
evaluation).
11.

Readiness—negative effects of assuming that
maturation rates or prior lack of knowledge or
experience are unchanging phenomena,

thus precluding

improvement.
12.

Seating position--lower expectations

for sides and

back of classroom.
13.

Socialization by experienced teachers--tendency to
stress

14.

limitations of

students

for new teachers.

Student behavior--lower academic expectations
students with poor behavior.
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for

15.

Teacher training institutions—perpetuation of myths
and ideologies of
results

individual

limitations of

students

in lower expectations.

16.

Teacher education textbooks--same as

#15 above.

17.

Tracking or grouping—labeling effects and a tendency
to accentuate differences between students result in
lower expectations.
In a scholarly monograph.

presented
examines

(1)

teachers'

Cooper and Good

expectations

how these expectations

cognitions;

(3)

charts

(1983)

for students;

(2)

influence other teacher

how these beliefs

influence

teachers'

overt behavior toward students and details how

students'

self-concepts

behavior.

reflect differential teacher

Teacher expectations

for the class will

determine the materials which are used and the amount of
responses accepted by the teacher.
lower achieving students have
class.

Expectations

Teachers who instruct

lower expectations

for the

for high achieving students differ

from the expectations of

lower achieving students.

The interaction of teachers with low achieving
students differs

from their interaction with high

achieving students.
achieving students
than low achievers.

The study indicated that high
showed more self-efficacy or effort
Low- achieving students did not

receive as much feedback from teachers as high-achieving
students.

The feedback or exchange of ideas was

for low achievers.

limited

High achievers received more feedback.

44

The monograph also indicated that there was more exchange
of

ideas with high-achieving students publicly than low

achievers.

The greatest exchange with low achievers was

privately or working with them individually.
teachers'

The

interaction was greater with high achievers

because they felt more in control of the topics discussed
than with low-achieving students.

Instruction was not as

pervasive with low achieving students.

Definite

limitations were imposed on lower achievers.
achieving students'

Lower-

perceptions of teacher instruction was

that the instruction and feedback was

less than the

instruction and feedback to higher achieving students.
Teachers

seemed to praise high-expectation students

more and seemed to criticize low-achieving students more.
Teachers who have

lower expectations

will provide easier work,

for their classrooms

spend less time on higher level

academic assignments and guestions.

The expectation

communication model provides an insight into the
interaction of teachers with students

in a classroom

setting.

Teacher Attitudes
Public Law 94-142 with the concept of mainstreaming
opened a

"Pandora's Box"

placement of

for regular education.

special needs

students

The

in the least

restrictive environment or regular education classes
forced educational personnel to deal with a population of
students who had been segregated from their peers because
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of their status
handicapped,

in society.

Mentally retarded,

emotionally disturbed,

physically

behaviorally

disordered or whatever classification or label was
indicative of their handicapping condition would be
integrated with their peers
alternative.

in the least restrictive

Public Law 94-142 mandated that students

receive an appropriate education with their non¬
handicapped peers to the extent that this was possible in
a regular education setting.

This

federal

legislation

never intended to do away with special education selfcontained classrooms.

This regulation stated:

Where a handicapped child is

so disruptive in a

regular classroom that the education of other students
significantly impaired,

is

the needs of the handicapped child

cannot be met in that environment.

Therefore,

regular

placement would not be appropriate for his or her needs.
(34 CFR #300.552,

p.

51).

This regulation provides the

regular education teacher an option for returning those
students,

whose behavior is

disruptive to other students
classrooms,
Will

considered dangerous and
in the regular education

to the special educator.

(1984)

integration of

identified factors which would impede the

special needs

education programs.
characterized as
disadvantaged,

students

into regular

The author felt that students

"slow learners"

environmentally

or students having learning or behavior

problems were not benefitting from education.
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Learning

disabled students were significantly overidentified,

and

research indicates that there was not a vast difference
between special and regular education instruction.

Her

contention was that a variety of models have shown that
handicapped students

can be served effectively without

removing them from the mainstream.
The primary goals and objectives of placing students
in the mainstream should be clearly specified by the
special educator.
(1978)

Jones,

Gottlieb,

Guskin,

indicated that the primary goal

handicapped students

and Yoshida

in placing

in a regular class

is not for

academic purposes but to promote their social behavior
through exposure to appropriate peer models and exposing
them to competitive situations which must be experienced
if they are to succeed as adults.
primary objective(s)

If

social goals are the

of placing a child in the mainstream,

then academic competence will not be improved.
Kaufmann et al.

(1975)

addressed instructional

integration or the extent to which the handicapped child
shares
class.

in the instructional environment of the regular
Three conditions must be satisfied.

handicapped child's

First,

the

educational needs must be compatible

with the instruction that is offered to the non¬
handicapped children.
exist for instructional

The second condition that must
integration to occur is

for the

regular class teacher to modify instructional practices to
accommodate a child whose

learning style and/or ability
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may be seriously discrepant from the remaining students in
the class.

The third factor of instructional integration

is the need for a coordinated effort between the regular
classroom teacher and the supportive personnel available
in the school or district.
Jones,

Gottlieb,

Guskin,

and Yoshida (1978)

indicated

that the following factors would determine whether an
appropriate educational program would be provided for a
handicapped child.

The factors included the teacher's

self-perceived ability to teach a particular child,

the

extent to which the handicapped child deviates from the
modal performance level of the children in the class,

and

the teacher's attitude toward that child.
The most critical aspect of the mainstreaming process
is the attitudes of teachers.

Teachers have the

responsibility of planning and designing appropriate
educational programs to address the academic needs of the
mainstreamed student,

as well as the implementation of

appropriate behavioral management techniques to deter
inappropriate behavior in the classroom.

The behavior of

the regular education teacher toward the special needs
child will determine the success of mainstreaming more
than any administrative or curriculum strategy within
educational environments.
Teacher attitude is influenced by many factors such
as information level,

knowledge attainment,

specific skill

acquisition and contact and experience with the
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exceptional child (Larrivee,

1981).

Research studies

regarding characteristics which affect teacher attitudes
toward mainstreaming have categorized three types:

(a)

static characteristics such as age,

level

educator role,

of education and teaching experience;
exposure to the exceptional child;

(b)

contact and

and (c) training in

concepts and skills related to teaching special needs
students.
Strain,

Research by (Harasymiw & Horne 1975; Mandell &

1978)

found that years of teaching experience and

a positive attitude toward mainstreaming was negatively
correlated.

Combs & Harper (1967)

and Semmel

(1979)

found

that there is no relationship between teaching experience
and teacher attitude.

Many studies have found that direct

contact with handicapped students resulted in the
formation of more positive attitudes.
A study by Giekling and Theobold (1975)

reported that

regular education teachers felt that they lack the skills
and training to instruct and to deal with exceptional
children.

Shotel,

Iano and McGettigan (1972)

studies

indicated that regular class teachers generally have
negative attitudes toward retarded children and negative
attitudes toward exceptional students,

and that their

instructional strategies are not geared toward
accommodating students whose ability levels and needs are
widely different from the majority of students within
their classes.
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Ritter

(1989)

in a study of teacher perceptions of

internalizing and externalizing behaviors by emotionally
disturbed or behavioral disordered students

found that

regular education teachers rated this behavior higher than
special educators.

These findings of elevated

aggressive/delinquent behavior ratings were attributed to
boys

not girls

Special

in the ratings of regular educators.

educators did not rate externalizing types of

behavior as

a serious

concern.

Algozzine

(1977)

found

that the cluster of behavior associated with social
defiance were rated higher by regular education teachers
than special education teachers.

The ratings of

students'

adaptive functioning were poorer within regular classroom
settings than within special education settings.
The research of Walker and Ranking
Gersten,

Walker and Darch

settings as

central

(1988)

factors

externalizing behaviors.

(1983)

and

regarded classroom

in the rating of

These findings

students'

indicated that

regular classroom teachers demonstrated a low tolerance
for inappropriate behavior and non-conformity.
tolerance was

low

substantial and regular education teachers

resisted the placement of
problems

This

students with behavioral

in their classrooms.

were more accepting of

Regular education teachers

students with internal problems.

Adolescent girls were more accepting to regular education
teachers than boys with internal problems.
(1988)

study of the referral rate of
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McIntyre's

special education

students by regular class teachers indicated that (more)
female teachers were more likely to refer students with
disruptive behavior than male teachers,

however, when

disruptive behavior was not present the referral rate did
not differ.
Ringbladen and Price (1981)

assessed regular

classroom teachers perceptions of mainstreaming through a
questionnaire requesting background information and the
preparation for mainstreaming such as course work,
inservice training or independent study.

The findings

suggested that the educational and social philosophy of
teachers would be an important dimension in placing
exceptional children in the mainstream.

This inquiry

reflected the agreement that teachers had with the intent
of mainstreaming.

A second dimension of this study

indicated that teacher preparation for mainstreaming was
heavily influenced by academic preparation rather than
inservice programming.

This study suggested that teachers

felt more prepared for mainstreaming through traditional
course work rather than inservice training programs.
Larrivee

(1981)

studied the effects of intensive

inservice training on teacher attitudes.

Three groups of

regular education teachers were compared (a) a random
sample;

(b)

a group attending monthly inservice training

sessions during the school year;
intensive inservice training.

(c)

a group receiving

The intensive inservice

training sessions of regular educators with the support of
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trainers

showed a positive

students.

The

assistance

of

success

the

of

Mandell

continuous
the

and

Strain

in a

attitude

is

services

study of

and

of

shown by teachers

and Cook

the

maintain

a more positive

(1974)

if

(1981)

attitudes

and help the

had been

not

available,

handling the

child were

office,

teachers

handicapped child from

needs

is

keep the

needed to

student.

If

this

then,

traditional methods

employed.

These methods were

handling by the teacher,

the principals

had

in their classrooms.

support that

special

toward

attitude was

classroom and were more willing to
they have the

also

a more

Schmelkin

indicated that
the

a

when they have

and non-teachers'

inclined to dismiss

support were

stricter

findings

involved with handicapped children or who

regular

youngster

(1979)

and other professionals who

A study by Gullota
less

support of

Strain research that

experienced handicapped children

were

Their

displayed a more positive

available to them.

teachers'

inservice

a trainer.

shown by teachers

mainstreaming found that

directly

significantly to the

supported the

support

Larrivee

coincide with Mandell

needs

supportive

students when they had the

resource teacher.

supportive

special

inservice training model.

indicated that teachers

attitude toward

positive

contributed

(1978)

training model with the
findings

feedback and

trainer

intensive

attitude toward

or

sending the

suspension.
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student

of

to

Myles

&

Simpson

(1989)

elicited data from 100 regular

education teachers regarding modification preferences for
mainstreaming mildly handicapped students.

The responses

indicated that there was a general willingness among
regular classroom teachers to accept exceptional children
into their classrooms contingent upon consideration of
their mainstreaming recommendations.

When denied this

opportunity they were less receptive to mainstreamed
students.

The study also indicated that willingness to

mainstream may be strengthened when regular classroom
teachers have opportunities to select specific
mainstreaming related modifications that meet the needs of
individual

students.

A study by Gans

(1987)

investigated the importance of

demographic and attitudinal variables which might be
important to socialization and to determine whether there
were discrepancies between regular and special education
group profiles associated with the development of a
teacher's willingness to work with handicapped students.
The study found that the willingness of the regular
education teacher tended to be shaped by variables

linked

with non-affective personal and career characteristics.
Classroom procedures were their concerns.

Special

educators were affected by support services and variables
pertaining to the educational and affective aspects of the
learning process.
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Gans

(1987)

also indicated that training or methods

to increase knowledge and skill would not necessarily
increase teacher willingness to work with exceptional
children.

The strongest predictor of both regular and

special educators'

willingness to work with disabilities

was the number of disabilities they were willing to
approach,

not how strongly they were willing to teach

handicaps.

Guskin & Guskin

(1970)

suggested that an

environmental approach to improving attitudes would be
more important than an individual approach because the
attitudinal

change of most adults

socialization process.

is

changed through the

The socialization process

recognizes the influence of the teachers'
expectations,

organizational

role,

personal

structure upon his/her

attitudes and performance.
A study by Safran and Safran
regular education teachers
severely than special

(1987)

indicated that

judge problem behavior more

educators.

Regular educators were

more concerned with the welfare of many rather than one.
The data reflected that regular educators
behavioral contagion from exceptional

feared

students

in the

classroom rather than an inability to manage disruptive
behavior.

When students are mainstreamed into an orderly

classroom,

teachers

providing the

are more tolerant of aberrant behavior

level of disruption remains unchanged.

Research by Chalfont,

Peph,

and Moultries

indicated that one of the major competencies
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(1979)

listed by

school principals was improved relations
among classroom teachers,
guidance personnel.

in communication

special education teachers,

The competency areas

1.

Techniques

2.

Knowledge of the characteristics of

and

listed were:

for individualizing instruction.
learning

disabilities.
3.

Identification of resource personnel.

4.

Improved relations

5.

Evaluation methods and expectations

in communications.
for children with

learning disabilities.
6.

Educational materials and books

for use by learning

disabled children.

Homogeneous-Heterogeneous Grouping
Homogeneous grouping of

students

facilitates the

planning and instruction of the regular education teacher.
This tracking of

students

creates

feelings of inferiority

as well as

superiority for special and regular education

students.

The researcher has observed the behavior of

special education students with diverse abilities
self-contained classroom.

in a

Students of average and above

average academic ability have helped the slow learners
with their studies.

As a result of peer assistance the

slower student developed a more receptive and harmonious
attitude toward his or her peer.
Many regular education students have questioned
substitutes regarding the different quality of work they
are given in their classrooms.
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One student said,

"I know

that our work is

easier than the smart kids.

dittos but they read from books."
divisions

feel that peers

Students

She gives us
in the higher

in lower tracks are academically

deficient and the higher tracks are for the smart kids.
The tracking system is very transparent to the students
and creates negative attitudes toward one another.
Swank,

Taylor,

Brady,

Cooley and Freiberg

their study of mildly handicapped students
classrooms

compared the interaction of

handicapped with regular students.

(1989)

in

in mainstreamed

students mildly

There was greater

achievement similarity in homogeneous

low-achieving

classes between mainstreamed and regularly assigned
students.

Mainstreamed students assigned to heterogenous

classrooms were less
Teachers

in homogeneous

giving directions,
teachers

similar to higher ability students.
classes

spent more time

lecturing and eliciting responses than

in heterogeneous

classrooms.

Homogeneous

classroom teachers used more time giving non-academic
directions.

More time was

spent by them regarding social,

organizational and conduct matters.

These teachers also

provided more positive feedback for academic and nonacademic behavior.
The study also found that students
classrooms
academic

in homogeneous

spent less time on task and less time using

learning materials.

Teachers

spent more time

correcting conduct and discipline problems
classes.

in homogeneous

Mainstreamed students received more academic
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guides,

directions,

instructions and explanations than

regular education students.

Mainstreamed students

spent

less time on tasks than did non-mainstreamed students
homogeneous

classrooms.

Teachers

in

seem to teach more in

homogeneous mainstreamed classes but obtain less

in

student productivity.
Heterogeneous

class teachers provided less

intensive

instruction for mainstreamed and other students but
realize more desirable outcomes.

Witrock's

(1986)

substantiates the theory of the authors of this
increasing the instruction time a teacher spends

study

study that
in

academic interactions with a heterogeneous class will
improve the productivity of students
Heterogeneous grouping was

favored over homogeneous

grouping for mainstreamed students.
(1984)

in that class.

felt that instructional

Ornstein and Levine

success

could probably be

realized in either homogeneous or heterogeneous grouping
as

long as

educators recognize the benefits of both as

well as the liabilities.
that these

Ornstein and Levine reported

liabilities could be counteracted by providing

appropriate arrangements
preparation,

for student scheduling,

teacher

enrichment of the curriculum and environment

and provision of

supplies and services.

«

Oakes

(1985)

reported her findings about tracking in

twenty-five junior and senior high schools.
related the experiences of
the schools.

The study

13,719 teenagers who attended

Tracking as defined by Oakes
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is a sorting of

students that has
Oakes

certain predictable characteristics.

suggests that students are identified in a common

way as to their intellectual capabilities and
accomplishments and separated into a hierarchal

system of

groups

such as

for instruction.

high ability,

The creation of groups

low achieving,

slow and average students

is

perceived as different and valued unequally in schools.
Tracking is used in school

systems because it is

traditional within school cultures.
is best for students.

It is assumed that it

The fact that students

learn better

in homogeneous groups does not support research indicating
that homogeneous grouping does not consistently help
anyone

learn better.

tracks does

The placement of

students

not foster positive self-esteem.

in lower

Students

in

lower tracks are perceived by others as dumb and students
in the higher tracks

sometimes develop superior attitudes

toward lower track students.

Oakes

(1985,

p.

40)

stated:

Tracking does not equalize educational opportunity
for diverse groups of students.
It does not increase
the efficiency of schools by maximizing learning
opportunities for everyone, nor does it divide
students into neatly homogeneous groups.
Tracking
does not meet individual needs.
Moreover, tracking
does not increase student achievement.
In this

study,

Oakes reported that tracking seems to

retard the academic progress of many students,
average and low groups.

It fosters

misbehavior in classrooms.

those in

lower aspirations and

Poor and minority students are

found more in lower tracks and they sustain more negative
schooling.

Tracking stratifies
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students along a socio-

economic plane and reinforces
Students

low self-esteem.

in lower tracks according to Oakes are

provided with a different quality of knowledge from those
in higher tracks and less time is allowed for learning.
Track levels
groups

in schools reflect the social and economic

in society.

The knowledge that students received

in higher tracks would give them greater access to social
and economic power.
The tracking system in regular education promotes
feelings of

low self-esteem in the lower divisions.

Acting out behavior in these divisions
as the behavior of

students

contained classrooms.

is

just as

severe

in special education self-

The under-achievers

in these

classes are frequently suspended and referred to special
education for services.
feel

Some regular education teachers

ill-equipped to deal with students of

education or students placed in
education students,
divisions

special

lower divisions.

Special

who have been placed in lower

for mainstreaming,

have complained of the noise,

rudeness and disrespect sustained by regular education
teachers.

Most of the students

in these divisions are

experiencing difficulty with academics and it is difficult
for teachers to reach these students
of the large numbers

individually because

in classes.

Regular education teachers are not required to modify
instructional

strategies or to provide instructional

materials to address the needs of the mainstreamed
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referring them to special education for services.
education teachers are required to submit forms

Regular

stating

the procedures which have been used before a referral.
These measures might entail the modification of
instructional

strategies by staff,

teachers and materials,

the changing of

counseling services and social

services within the community.

If this procedure were

used to the maximum degree before placing students in
special education,

the mainstreaming of many students

would not be necessary.

Excellence in Education
The excellence in education movement or the back to
basics movement or effective schools

impacted negatively

on mainstreaming handicapped or special-needs

students.

The academic abilities of these students have created
problems

for regular education teachers

of these students

in regular classes.

in the integration
Considerable

attention has been focused on student achievement,
particularly as governed by the classroom variables that
are within teacher control
Peterson,

Albert,

Foxworth,

academic performance of

(Goodman,

1985;

Cox and Tilley,

Jewell,
1985).

1985;
The

students was the main criteria for

measuring teacher/school effectiveness.
Goodman has

suggested that:

This essential characteristic of effective
schools (monitoring and documenting student
progress) has long been a hallmark of special
education practice....
One might speculate that
special educators have helped to sensitize the
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larger educational community to the need for the
monitoring of student performance.
The impact of the
Education"

"Back to Basics",

"Excellence in

or Effective Schools movements has had a

profound effect on the secondary level.

This movement has

renewed the practice of ability grouping in some school
districts.

Special needs

students are normally placed in

lower divisions because of their academic ability and
failure of the

mainstream teacher to individualize

instruction within the discipline.
average students,
classrooms

Average or above

who have been placed in self-contained

for behavioral reasons,

commensurate with their ability.

are placed in classes
Escalating the

curriculum in general education classes has
problems

created

for handicapped students who are functioning on a

lower level.

The transition of these students to regular

education classes

from a more restrictive environment have

impeded academic progress.
requirements

Increased academic

have discouraged handicapped students

seeking diploma granting programs.
decreased many important services

from

Funding problems

have

for special needs

students.
The Excellence in Education movement and the
placement of handicapped students

in the mainstream

requires an interfacing of regular and special education
teachers

in the mainstream.

The following mainstreaming

models have been used by school systems to address the

61

concerns of administrators in the integration of
exceptional students in the mainstream.

Mainstreaming Models
In this study a teacher's support system was formed
with three elected teachers.

The main function of the

team was to provide direct assistance to teachers.

The

Teacher Assistance Team focused on five major areas:
1.

The definition of the target population.

2.

Responsibility for referrals.

3.

Constituency of the support team.

4.

Coordination of the team.

5.

Operating procedures for the team.
The Teacher Assistance Team handled 63.5 percent of

the teacher referrals,

therefore,

the special education

staff was able to serve students who were in need of
assistance.

The regular education teacher was better able

to deal with students who deviated from the norm in
learning style and behavior because of immediate support
services by the team.

These services consisted of

techniques of behavioral management,

specific learning

materials available for classroom use,

evaluations and

expectation standards clearly defined for the individual
student,

and communication links were established between

the referring teacher and the Teacher Assistance Team.
Immediate feedback was available and suggestions for

62

coping with individual

students were available to the

classroom teacher.
The Teacher Assistance Team offers a support
system for classroom teachers by forming
teachers into peer problem-solving groups which
can help children, parents, and themselves by
helping teachers conceptualize and understand
the nature of individual handicapped children's
learning and behavior problems and by creating a
more positive attitude among regular teachers
and administrators with respect to working with
handicapped children who learn differently.
(Chalfont, Peph, and Moultrie 1979, p. 94)
Ottman

(1981)

has discussed the role of communication

in the preparation of the regular classroom teacher by the
special educator.

When a handicapped student is

integrated into a regular classroom,

the special educator

has the responsibility with the regular educator of
defining and assessing possible problems which might be
encountered in the classroom.

Regular classroom teachers

should be provided with information regarding the
background of the student's needs and a description of the
major components of his or her handicapping conditions.
Regular classroom teachers

should attend the

Individualized Education Program

(I.E.P.)

conference in

which the goals are developed for the mainstream student.
Special educators

should help the regular classroom

teacher in the measurement of goals and objectives
mainstream student.

Appropriate instruments

for the

should be

developed such as behavior checklists and academic
progress

reports.

Behavioral management techniques

be implemented to increase or maintain appropriate
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T'ze Consulting Teacher Model
services to zazdicsttei students

is a besion to provide
in the broadest sense.

Its purpose is to izsure that services are appropriate in
the mainsnream according to a riven student’s needs.
Consulting teaching has been described as:
A process for providing special education
services to students with special needs in which
special education teachers, general education
teachers, other school professionals or parents
collaborate to plan, implement, and evaluate
instruction conducted in general classrooms for
the purpose of preventing or ameliorating
students * academic or social behavior problems.
(Idol 1986, p. 2)
The high numbers
been mislabeled as

of low-achieving students who have

handicapped,

and the lack of special

services to millions of other slow-learning students who
are not so
design.

labeled have created a need for a model of this

The high costs of

special education budgets and

the desire that regular education become more involved
with under-achieving students.
Huefner

(1988)

defines what the model is not.

consulting teacher model

is not for the purpose of specia.

educators delivering special
regular classrooms.

The

education instruction in

The consulting teacher does not have

the same role as a resource teacher.
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The role of the

consulting teacher is continuous and requires
interpersonal and teaming skills with colleagues.
Consulting teachers have to be familiar with the regular
curriculum and large group instruction.

Questioning,

listening and strategizing skills are necessary for
consulting teachers as well as team teaching abilities and
designing whole curriculum units for regular classroom
instruction.

The consulting teacher might be assigned the

management of the pre-referral process.

The pre-referral

process requires regular education personnel to utilize
alternative strategies before a formal special education
referral.

This process requires careful identification of

the problem.

The interactions in the classroom,

exploration of family expectations and conditions,

design

of classroom intervention strategies and monitoring
student progress.
The potential benefits of this model according to
Huefner are:
1.

Reduction of stigma by not removing the student from
regular education classrooms and placing them in
alternative programs which are stigmatized.

2.

Better understanding across disciplines.

Regular

classroom teachers working together with consulting
special education teachers to develop better
understanding of each discipline's talents and the
communication gap would be decreased.
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3.

On-the-job training for regular educators in special
education skills
management,

(task analysis, behavioral

diagnostic assessment,

curriculum

adaption to meet individual needs and continuous
measurements of student progress).

Knowledge of this

technology might help regular educators to feel more
comfortable in instructing handicapped students.
4.

Reduction of mislabeling of non-handicapped students.
Some students in regular education with special needs
have been mislabeled as handicapped to obtain
services to meet their needs.

The consulting teacher

model would be beneficial to them;

however,

regular

education would have to help in the funding of this
population which is not guaranteed.
5.

Spillover benefits to regular students.

Regular

education teachers who have acquired skills from
special educators can utilize these skills to help
under-achieving students in regular education.

This

individualized instruction can prevent students from
being labeled as learning disabled.
6.

Suitability of the model to needs of secondary school
students.

There are a multitude of disciplines on

the secondary level,

therefore the consulting teacher

would be available to help content area teachers of
regular education to modify curriculum and
instructional strategies to address the needs of
mainstreamed students.
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7.

Prospect for master teacher staffing in special
education.

National and current education reforms

are directed at increasing the professionalism of
teachers.

The Carnegie and Holmes Report (1986)

recognizes the differences in skills and knowledge
among teachers.

The Carnegie Report urges

reimbursement of teachers for improving student
performance.

The master consulting teacher is

significant to both reports.
The consulting teacher model cannot be haphazardly
implemented in school systems if it is to benefit
mainstreamed and regular education students who are under¬
achieving in classes.

Equity,

efficiency,

and excellence

have been key factors in past reform movements.

If equity

is the prime goal of the consulting teacher model,

then

numbers of students might be sent to many consulting
teachers.

The consulting teachers are not skilled and

well trained for this position,
in learning,

students will not achieve

therefore the outcome would not increase

student performance.
Efficiency could force administrators to overload
consulting teachers with students.

This overloading would

produce a piecemeal kind of collaboration in order for
funds to be saved.

Students will not benefit from

instruction by regular educators given in this manner.

If

preparation of consulting teachers was extraneous in cost,
then only certain students who are under-achieving would
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receive services or the model might be eliminated
entirely.
if individualized instruction is provided for regular
and special education students in a school building,
excellence might be the goal of that school.

If maximum

performance of every student is required according to
individual ability and needs,

then excellence in

educational performance has been achieved by that student.
In order to promote equity,

efficiency and excellence in

the implementation of a consulting teacher model requires
administrative incentives not to reward the achievement of
one policy objective at the expense of another.
Arlie Roffman,

a resource room teacher at Weston

Junior High School in Weston,

Massachusetts and a member

of the faculty at Lesley College,

Cambridge,

mainstreamed the resource room at this

Massachusetts

school.

Recognizing the tremendous needs and academic remediation
required by the students assigned to the resource room,
Roffman began a volunteer program soliciting help from
adults

in the community.

assist the students

The volunteers were used to

in oral reading,

spelling checks,

using math flash cards or running through perceptual
training.

Each volunteer was assigned particular students

with whom they worked during the school year,

thus the

students and volunteers became familiar with one another.
The individual
the volunteers,

lesson plans were made up by Roffman and
working closely with particular students,
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were able to provide feedback on progress or regressions
by the student.

Local citizens acting as volunteers would

have first hand knowledge concerning the education of
students

at that school.

The community became involved in

the school.
There were so many volunteers who responded to this
innovative program,
administrators,
Outreach,

which had the support of

that Roffman's idea turned into Project

special education reaching out into the entire

school population and involving regular education students
as well as

special

education students.

This project offered remedial and enrichment courses
to all

students,

regular and special,

at the school.

Students worked at their own pace and volunteers were used
to help them if explanations were needed and for
dictation.
kits,

Some of the students worked rapidly using the

others were slower and seemed to enjoy the lack of

pressure placed on them to absorb the materials.
A professional,

who had formerly been a teacher,

offered a mini-course on note taking,
tests,

speed reading,

etc.

organizing for

to any interested student.

Another course addressed the social needs of
emphasized assertiveness training.

students and

Students with learning

problems often display inappropriate behavior in
classrooms by being excessively quiet or aggressive.
Brainstorming was used and assertiveness principles were
applied to encourage students to stand up for their needs
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and recognize the rights of others.

Project Outreach

attracted many students at Weston Junior High School and
helped to de-stigmatize the resource room and provided
remediation for regular and special education students.
Project S.C.A.P.E.,
in Education,
Newark,

or Students Care About Placement

takes place in a Central Middle School,

Delaware.

of the program,

Since this project is an integral part

this terminology is not used,

writing to refer to the program.

only in

Six important

administrative decisions facilitate the program:
students are heterogeneously grouped,
arranged by teams,
period,

(4)

(3)

(1)

all

(2) the teachers are

each team shares the same planning

each grade is assigned a resource teacher who

shares the planning periods of the teams of that grade and
coordinates the S.C.A.P.E.

Program,

(5)

the administration

emphasizes individualized considerations in instruction
for all students,

(6)

one period per day is scheduled in

which students can participate in band,

chorus,

and other

activities including completing assignments and getting
help from teachers.
The success of S.C.A.P.E.

rests in the communication

between the resource teacher and the regular class
teacher.

A shared planning time is set aside so that both

teachers,

regular and special,

another.

Materials are provided for the regular education

can collaborate with one

teacher which might be of benefit to the handicapped
student.

The regular educator and the special educator
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work with all the students in a class so that the
handicapped student is not stigmatized.

The heterogeneous

grouping of students allows only two to five handicapped
students to be placed in a classroom at a particular time.
Informal evaluation of this program has shown that
there is,

(1)

a growing number of positive statements made

by regular classroom teachers when a handicapped student
succeeds at a goal and moves on to another one;

(2)

regular classroom teachers are increasingly initiating
activities for a variety of learning styles of
handicapped,

as well as non-handicapped students;

(3)

parents of handicapped students are making positive
comments about the program and are grateful for the help
their children receive in regular classes;

(4) the number

of instances that a regular classroom teacher asks for a
handicapped student to be removed from a classroom is
decreasing;

(5)

increasingly,

handicapped students prefer

to work in regular classes with the least amount of
resource help as possible.
S.C.A.P.E. provides a classroom environment that
promotes opportunities for students with diverse learning
styles and cultural backgrounds.

The disadvantages of

S.C.A.P.E. might be the difficulty that regular educators
and special educators have in working together in
classrooms.

Some regular and special educators are not

comfortable in not having their own classrooms.

This

program might be considered in meeting the requirements of
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P.L.

94-142 and addressing the rights and needs of

students with various cultural backgrounds.
The Classwide Student Tutoring Teams Model by
Maheady,

Sacca,

and Harper (1987)

assesses the use of

students as an intervention method of increasing student
performance in classrooms.
students'
when (a)

Current data indicates that

academic performance is enhanced substantially
they are provided with ample opportunity to

respond to functional academic tasks and (b)

they receive

immediate feedback (both positive and corrective)
regarding their performance
Whorton,
Kohler,

Carta,

and Hall,

Dinwiddie,

(Delquadri,

1986);

and Carta,

Greenwood,

(Greenwood,

1986).

Schulte,

Teachers have

difficulty involving entire classes with different ability
levels in academic tasks and providing immediate feedback
to students.

Peer student tutoring teams might be of

assistance to teachers in addressing these needs.
This study examines the effects of classwide student
tutoring teams on the academic performance of twenty-eight
mildly handicapped and sixty-three non-disabled students
enrolled in three ninth and tenth grade math classes.
Classes were divided into a series of small
members)

heterogeneous learning teams.

consisted of a high-achieving student,
student and one low-achieving student.

(3-5

Each team
average achieving
Students received

points for correct answers and items completed.
points were given for cooperative work habits.
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Bonus
The

implementation of student tutoring teams increased the
math averages of mildly handicapped students and regular
education students.

This study also indicated that under

normal classroom instruction for four days and individual
practice sheets,

that handicapped students didn't perform

less than their peers.

Everyone performed poorly.

These

findings were commensurate with those of Donahoe & Zigmond
(1986)

from nine mainstream classrooms in urban high

schools.

One implication of these findings is that the

improvement of regular class instruction in general is a
legitimate target for academic intervention.
The models discussed in this chapter which have been
implemented in school systems for mainstreaming slow
learning or under-achieving students can also benefit
students of regular education who are under-achieving.
All teachers,

regular or special, must strive to develop

each student according to their abilities and needs.
Without this kind of preparation, many students will find
themselves unable to lead productive lives.
Haring,

Jewell,

et al

(1986, pp.

14-17)

completed a

study for the Washington State Education Agency.

This

study indicated that behavioral problem students on the
secondary level were under served because appropriate
services were not available,
referred.

therefore,

they were not

Legal guestions exist because special educators

have been putting needed services for students with
serious behavior problems on Individualized Educational
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plans and the services have been unavailable.

There have

been legal concerns regarding the expulsion and suspension
of

seriously behaviorally disabled students and students

of regular education with behavioral problems,

who have

not been identified for assistance.
A report on the implementation of P.L.
Schrag

(1987)

identified students

94-142 by

in state institutions

and state correctional facilities as being under served by
this

law.

Eligible students within these facilities have

received services,

however,

most state education agencies

do not have jurisdiction over these institutions.
(1987)

reports that services

Schrag

for blind and deaf students

are lacking in rural areas.
McGarry and Finan
school

(1982)

reported that in some cases

systems with available resources addressed the

needs of emotionally disturbed,

learning disabled and

behavioral problem adolescents by providing psychiatric,
psychological and counseling services.
education administrators

Some special

felt that behavioral and personal

problems were the responsibility of the home and have
refused to provide these services.
McGarry and Finan

(1982)

reported that the school

districts that implemented P.L.
those with the highest per pupil
and special education.

94-142

successfully were

expenditures

Smaller school

for regular

systems and

communities with sparse resources had difficulty providing
services

for students with special needs.
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The focus of

these school systems was on resource rooms and learning
centers and outside placement in collaboratives.

The

influence that the special education department had within
the school system affected the placement decisions of
students.

The placing of students in regular education

was dependent upon the relationship between regular
education and special education program administration and
between regular class teachers and program specialists.
Post and Roy (1985)

conducted a survey with Wisconsin

secondary school teachers regarding the identification of
exceptional education needs students,
secondary schools,

the structure of

the classroom structure,

issues and staff attitudes.

curriculum

As a result of this study,

Post and Roy recommendations for secondary school
administrators,

inservice directors,

and teacher education

were:
1.

Emphasize training on characteristics of normal
adolescence,

individual differences,

and

exceptional educational needs of students in
both preservice and inservice programs.
2.

Make an effort to define categories of
exceptional educational needs to meet the needs
of students at the secondary level more
appropriately.

3.

Eliminate tracking at the secondary level.

75

4.

Recognize that departmentalization does create
problems

for mainstreamed students and school

staff.
5.

Provide preservice/inservice training on:
a.

Techniques to individualize in the
secondary classroom.

b.

Adapting teaching styles to accommodate
various

c.

learning styles.

Incorporating adult functional competencies
into content areas.

d.
6.

Alternatives to traditional grading.

Reorganize priorities

so that student learning

rather than covering content is paramount.
7.

Provide opportunities and programs to focus on
and awareness

of attitudes

for both staff and

students toward mainstreaming issues.
8.

Provide opportunities

for staff to organize ways

to share information and provide support
and Roy,
Post and Roy

p.

(Post

78).

(1985)

clearly indicated the need for a

reform of secondary education in urban schools.
Mainstreaming cannot be implemented successfully without
changes

in the present educational

changes will

involve educators,

ensure that most students

structure.

These

communities and parents to

have an opportunity to achieve

according to their potential in an educational environment
that fosters

student growth and development.
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CHAPTER III

METHODOLOGY
The method of
interview of

inquiry in this

study was personal

special education students assigned to self-

contained classrooms

for behavioral reasons

junior high school.

Some of the participants

have been in self-contained classrooms

in an urban

in elementary

schools and transferred to junior high school
contained classes.

Others

in the study

self-

have experienced regular

education settings and due to school problems and
disruptive behavior have been transferred to special
education classes.

Most of the students are

labeled

economically disadvantaged and have been suspended fr’om
elementary and junior high schools

for various reasons

(fighting—truancy—teacher assault—or recommended for
special

education placement because of their inability to

keep pace academically in regular classes).

The students

who participated in the study have experienced mainstream
classes.
Bingham and Moore

(1959)

define an interview as a

conversation directed to a definite purpose other than
satisfaction in the conversation itself.

Many means of

communication are used in the form of

spoken words,

gestures,

contribute to the

expressions and inflections

interaction between the interviewer and interviewee.

The

interview is a communication process which involves
personal

feelings,

apprehensions,
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situations and problems.

Information from the interviewee is translated into words.
Information from interviews
facts,

as well as

covers observable objective

subjective facts

such as opinions,

interpretations and attitudes of the interviewee.
One disadvantage of the interview is that factual
information can be substantially affected by personality
characteristics and attitudes of the participants.
Distorted information can be given due to a personal bias
of the interviewer.

The interviewer might be unaware of

the ways that it affects his or her interviewing.

The

difficulty the interviewee might experience in
articulating his or her ideas on a given topic can affect
the interview.

Another source of error is the possible

misunderstanding of the interviewer's question.

The

interviewer must create in the person interviewed a
willingness to share thoughts,
comfortable,

ideas and opinions

in a

non-threatening environment.

The researcher has twenty years of experience in the
field of

special

education working with behavioral

disordered students and emotionally disturbed students.
She believes that these students

can display appropriate

behavior in regular education classrooms.
students

feel that the expected behavior of

classrooms

is

"acting out".

education setting,
employed.
problems

Many of the
self-contained

When assigned to a regular

a different kind of behavior is

The grouping of

students with behavioral

in self-contained classrooms
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intensifies the

disruptive behavior.
another because of

In other words they feed on one

internal problems and hopelessness

the future because of their present placement.
and Doris

for

Sarason

stated:

The very existence of these settings requires
justification and use, and this often plays in
to the tendency to avoid asking to what extent
the child is removed from the regular classroom
because of the inadequacies of the classroom.
This is not to say that the child labeled as
handicapped is no problem in the classroom but
rather that classroom problems are always a
consequence of the interaction among
characteristics of the child, the teacher, and
other children.
Problem behavior always has a
situational component.
Problem behavior is not
"inside" or characteristic of a child, but a
feature of a complex situation.
For example,
the most dramatic and sustained change in
behavior we have ever seen has been when we
could change a child's classroom, no mean
diplomatic feat. (Sarason and Doris 1979, p.
380)
This
special

study will document the perceptions of

education students who have been mainstreamed in

an urban junior high school.
female,

seventeen

four Black males,

Six White males,

four Black females,

one White
one Hispanic

male and one Hispanic female were participants.

The

students were informed by the researcher that a study
would be done on the perceptions of
students

special education

in self-contained classrooms regarding

mainstreaming.

The researcher requested volunteers

two Pupil Adjustment Classrooms
the respondents,

in the building.

who were interviewed,

part of the study.

from

All of

desired to be a

Other students declined participation

in the study because they were not comfortable with the
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interviewing process.

The study will clarify the reasons

for their desire to be mainstreamed and the benefits of
being in regular education settings as opposed to special
education classes.

The following are brief descriptions

of the students and the questions that were asked,
as,

the reasons
Student

as well

for asking the questions.

"A"

is a White male thirteen years of age in

the ninth grade at an urban junior high school.

He was

assigned to a special education self-contained classroom
because of immature,
school.
King.

This

childish behavior in elementary

student enjoys reading novels by Stephen

Student

"A"

excels

in all academic areas and

mainstreaming has been successful.
Student

"B"

is a White male fifteen years of age in

the ninth grade at an urban junior high school.

He was

assigned to a special education self-contained classroom
because of his
becomes

Student

"B"

extremely frustrated when he has problems with

academics.
and excels
problems

attitude in elementary school.

This

student is

in this area.

excellent in industrial arts

Student

"B"

has not had any

in the mainstream.

Student

"C"

is a Black male fourteen years of age in

the eighth grade at an urban junior high school.
student is pleasant and trustworthy.
reading and outside tutoring has
this area.

Student

"C"

He has problems in

improved his

skills

has not had any problems

mainstream classes.
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This

in

in his

Student

"D"

is a Black female thirteen years of age

in the seventh grade in an urban junior high school.
is pleasant and helpful to others.
admire her very much.

This

Her peers

She

like and

student enjoys talking with

adults and does not have a behavioral problem.

She was

placed in a self-contained classroom for academic reasons.
Student

"E"

is a Black male sixteen years of age in

tenth grade at an urban high school.

Student

mature and helpful

This

in the classroom.

"E"

is

student has an

excellent relationship with his mother and he is very
responsive to adults.
classrooms

He was placed in self-contained

for fighting in junior high school.

Student

"F"

is a Hispanic female fifteen years of age

in the ninth grade at an urban junior high school.
student is mature and cooperative in class.
interested in cosmetology and strives

This

She is quite

hard with academics.

Intense family problems have impeded academic progress.
Student

"G"

is a White male thirteen years of age in

the seventh grade at an urban junior high school.
sharing,

kind person toward his peers.

He is

He is a

easily

frustrated and will attack others verbally when abused.
His mother is very supportive of education and encourages
him to strive and make something out of his
"E"

life.

Student

has a keen interest in aeronautics.
Student

"H"

is a Black male fourteen years of age in

the seventh grade at an urban junior high school.
student does not have difficulty with academics.
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This
He was

assigned to a self-contained classroom for behavioral
reasons

(fighting).

Student

"H"

is presently in a foster

home and sees his parents occasionally.
Student

"I"

is a Black male thirteen years of age in

the seventh grade at an urban junior high school.
problems have been intense for this

student.

His

Family
father

is very supportive and works diligently with the schools.
Student

"I's"

childish,

immature behavior placed him in

self-contained classrooms.

This

responsive to female teachers.
problems

student is very
There have been no

in the mainstream.

Student

"J"

is a White male fourteen years of age in

the seventh grade at an urban junior high school.
of a shy,

He is

docile nature and will not retaliate when abused

by others.

Student

has been successful
Student

"K"

"J"

is not

limited academically and

in the mainstream.

is a Black female,

twelve years of age in

the seventh grade at an urban junior high school.
pleasant and cooperative in class.
academic difficulties and feels

This

She is

student has

secure in a self-contained

classroom.
Student

"L"

is a Black female fourteen years of age

in the eighth grade at an urban junior high school.
student has not been a behavioral problem.

Her mature

behavior and determination to succeed are laudable.
have been no problems

in the mainstream.
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This

There

Student

,!M"

is a White male fourteen years of age in

the seventh grade at an urban junior high school.

He is

cooperative with his teacher and he strives to succeed
academically as the work is difficult for him in regular
classes.

Most of his mainstreaming is in vocational

education.
Student

"N"

is a White male twelve years of age in

the seventh grade at an urban junior high school.
student can handle all academic disciplines.
courteous and cooperative with his teacher.

This

He is
He has been

successful in mainstream classes.
Student "0"

is a White female fifteen years of age in

the ninth grade at an urban junior high school.
student is cooperative in class,

This

however she has low self¬

esteem and prior to this placement was in an alternative
program.

This student has done well in the mainstream.

Student "P"

is a Hispanic male twelve years of age in

the seventh grade at an urban junior high school.
"P"

Student

is very capable in academics and does not have a

problem in the mainstream.

Constant fights with other

students scored him a P.A.C. placement.
Student "Q"

is a twelve year old Black female in the

seventh grade at an urban junior high school.

She has not

had any behavioral problems in a P.A.C. placement.
Student "Q"

has difficulty with academic materials.

has been mainstreamed in a home economics class.
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She

Questions
1.

How would you describe your self-contained
or mainstreamed classroom environment?

This question was asked because of constant student
complaints about being in a self-contained classroom as
opposed to a mainstream classroom.

The researcher sought

information regarding the similarities or differences
between the classrooms as perceived by the students in
regards to teacher attitudes, behavior of teachers with
mainstreamed students and regular education students.

The

attitudes of peers and the interaction between special
education students and regular education students were
concerns of the researcher.

The climate of the regular

education classroom in regards to instruction, discipline
and behavioral management of inappropriate behavior by
students concerned the researcher.

The students

complained about the behavior of their peers - (ranking on
one another - fighting - noisiness) of self-contained
classrooms.

They felt that students in regular classrooms

especially in the higher divisions were not as noisy,
however,

students in the lower divisions or tracks were

just as noisy and disrespectful.

2. Which classroom do you prefer?
Information was sought to ascertain the student's
preference between the self-contained classroom and the
mainstreamed classroom.

Information as to why the
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mainstream or self-contained classroom was their
preference was sought by the researcher.

The researcher

sought information about classroom preference because of
special education student's desire to socialize with their
peers and feel part of the school environment instead of
being isolated from peers in a single classroom.

The

students had told the researcher that it was embarrassing
to be in a special education self-contained classroom and
that they felt more normal and part of the school in a
regular class.

Mainstreaming as a concept had as its

purpose to remove stigma and labels identified with
special class placement under Chapter 766.

3.

Do you feel isolated from other students
in self-contained classrooms?

This question was asked because the researcher wanted
to elicit information regarding the special education
student's perceptions of being separated from their peers
in one classroom for the entire day.

The researcher

endeavored to ascertain the feelings of normalcy
experienced by students in regular education classes from
self-contained classrooms.

Isolated placement in self-

contained classrooms created feelings of embarrassment for
the special education students as their classroom had been
labeled for "bad kids".

Some of the students had

expressed to the researcher that they did not feel part of
the school.
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4. Are more activities provided for regular
education students?

Students are placed in different tracks in secondaryeducation according to ability.

The researcher wanted to

ascertain if the students in lower tracks had the same
activities or different activities from students in higher
divisions.

Research by Oakes (1985) clearly indicated

that teaching and learning was different in ability
grouping practices.

5.

Are materials more diversified and innovative
in regular eduction?

The researcher sought information about the materials
used in mainstreamed classes in different tracks.

Were

the materials different for students in the higher ability
tracks in which students from self-contained classrooms
were assigned, as compared with, materials used for
students from self-contained classrooms in lower tracks?

6.

Do you feel differently in a regular education
than in a special education classroom?

Information was sought about the thoughts of special
education students in self-contained classrooms, compared
with their thoughts in a regular education classroom.

Was

the regular education classroom significantly different in
the lower tracks from the self-contained classroom?

Was

the regular education class significantly different in the
higher divisions?

Did the difference between the higher
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and lower track classrooms create different feelings in
the participants?

7. Are teacher expectations in regular education
comparable with special education?

The researcher sought the perceptions of students
from higher and lower track placements concerning teacher
expectations.

Were there different expectations from

teachers of students in the lower track from the higher
track in regards to instructional materials, instructional
strategies,

student interaction with teachers, and student

interaction with peers?

8.

Describe your feelings about your
transportation to school?

This question was asked to obtain information about
the mini-vans which transported the students.

Many

students had complained to the researcher and sought
information about regular school buses that transported
regular education students to school.

The students felt

that riding mini-vans with mentally handicapped students
labeled them as mentally deficient or crazy.
9.

Do you enjoy having other teachers
for your subjects?

The researcher wanted to know the advantages or
disadvantages of having one instructor for all academic
disciplines during the school year as compared with one.
The students felt that the expertise of regular education
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teachers within a particular discipline was more
beneficial than instruction in all disciplines by the
special educator and more information on a topic was
provided by the special educator.

10.

Describe your experiences while being in
mainstreamed classrooms.

The researcher sought information regarding the
academic expectations of teachers, behavior of students,
behavior of teachers.

Were your experiences different if

you were assigned to lower tracks as compared with
students assigned to higher tracks from self-contained
classrooms?

Did you receive assistance form the teacher

in the mainstream?

Was the mainstream teacher able to

address individual needs and abilities in the classroom?
Did you feel that you were accepted by peers in regular
education classrooms.

Were you able to understand the

assignments and content of different disciplines?

11.

What do you want to do when you are an adult?

The researcher sought the aspirations of special
education students.

The questions of whether their goals

were realistic and did they have any ideas about the
future were the concerns of the researcher.
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12. Why do you think that you were assigned a
special education classroom?

The researcher wanted to elicit information as to the
student's understanding of his/her placement in selfcontained classrooms.
was fair?

Did they feel that this placement

Were your parents involved in the special

education placement?

Did regular education seek

alternative measures before placing you in special
education?

13.

How were elementary school classrooms different
from junior high school classrooms?

The researcher sought information concerning the
students' views in elementary classrooms - teacher
behavior - peer relationships - academic materials teacher expectations in regular classes.

14.

How were your elementary teachers different from
from your junior high school teachers?

The researcher sought the perceptions of students
about their teachers.

Did they feel more comfortable with

their elementary or junior high school teachers and why?
15. Has mainstreaming into regular education
classes helped or hindered your learning?

This question was asked to ascertain if the classes
in which they were mainstreamed (considering whether they
were higher or lower tracks) interfered with their
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learning or increased their learning.

The researcher

wanted to ascertain if the peers in regular education
classes accepted students from self-contained classrooms
if peer acceptance was negative in the mainstream.
Teachers are more receptive to mainstreamed students if
they have the assistance of the special educator.
Negative attitudes of teachers and students would impede
mainstreamed students'

16.

learning.

If you could make the schools better, what
would you do?

The researcher wanted to know the students thoughts
about the present structure of schools including rules materials - activities - subjects - teachers administrators.
The method of data collection involved one to two
hour interviews with each respondent after school in the
library or their homes.

The respondents were asked

sixteen questions by the interviewer.

Approximately

ninety pages of data were collected and analyzed by the
researcher.

The students were informed that their

responses were confidential.
The interviewer encouraged them to speak freely and
to express theix thoughts and perceptions openly regarding
all 16 questions.

If they did not understand a question,

the interviewer explained the meaning.
to respond to a question at that time,

If they chose not
the interviewer

went on to the next question and returned at a later time
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to address the omitted question.

If the participant did

not understand the meaning of a word used in the question,
the interviewer explained the definition.
Voluntary participation by the respondents
facilitated the interviewing sessions.

All of the

participants were eager to express their thoughts
concerning mainstreaming.

Parental consent forms for

human subjects research was signed by the parents prior to
the interviews.

The parents were willing and enthusiastic

about having their son or daughter interviewed.

The

interviews were facilitated by the rapport the interviewer
had with the students and their parents.

The data

collection continued throughout the duration of the 19871988-1989 school year.
the participants,

To protect the confidentiality of

names were not used.

Regular Education Teachers’

Questionnaire

Five regular education teachers were selected and
interviewed because of their positive attitudes and
perceptions of special education students.

These teachers

were willing to give students a chance and did not
perceive their behavior as more aberrant than some
students in regular education.
The following questionnaire was used to interview
regular education teachers.

The interviews were informal

and took place in the teachers'
high school.

lounge at an urban junior

Their responses were willingly given,
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and

they did not seem apprehensive about answering the
questions.

Regular Education Teachers'

Questionnaire

Teacher Questionnaire
1. How do you view P.L. 94-142 on the national
level and Chapter 766 in Massachusetts with the
placement of students in the mainstream?
The placement of students in the mainstream would
return some students, who had been in regular classes and
later assigned to special education, back to regular
classes.

Teachers have been reluctant to accept

mainstream students from special education classes for
behavioral reasons because of the disruption that they
felt these students would be in classes.

2. Have special education students from
self-contained classrooms presented behavioral
problems in your classroom?
The expectations of most regular education teachers
is that most of these students will create a behavioral
contagion.

3. Were different instructional strategies required
for students from self-contained classrooms?
P.L.

94-142 intended that different needs and

abilities of students be addressed through adequate
instructional strategies.

Some regular education teachers

felt that this was not possible without support services
from special educators because of the large numbers of
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students in regular classrooms.

They felt ill-equipped to

individualize instruction.

4.
Were there any support services provided by
special educators to assist you in the classroom?
Current research indicates that regular education
teachers are more willing to accept mainstream students if
they have the support of special educators.

5.

Please make any comments that you view as
helpful in mainstreaming.

This question was asked so that the regular educator
would share his/her views about mainstreaming such as
preference for students - teacher attitudes - tracking administrative assistance to regular educators.
Five special education teachers were interviewed at
an urban junior high school.

All five of them were

enthusiastic about their students being in a junior high
school setting.
handicapped,
students.

Two teachers instructed the mentally

one teacher instructed the transitional

These students are considered one step above

the mentally handicapped.

Another teacher instructed the

profoundly and severely handicapped.

The fifth teacher

instructed Pupil Adjustment Classes.
The following questionnaire was used to interview
special education teachers.

The interviews were informal

and took place in the teachers'
high school.

lounge at an urban junior

Their responses were willingly given and
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they did not seem apprehensive about answering the
questions.

Special Education Teachers'

Questionnaire

1. How do you view P.L. 94-142 on the national
level and Chapter 766 in Massachusetts with
the placement of students in the mainstream?
Many special education teachers have been reluctant
to mainstream because they do not believe that regular
education teachers are receptive to the concept and some
special educators are ambivalent toward mainstreaming.

2.

In what way will your students be integrated?

The special educators of mentally handicapped
students are hesitant to mainstream their students in the
academic disciplines because of their reading levels,
teacher attitudes and administrative attitudes.
integration takes place.

Limited

Special educators are bound by

rules and archaic thinking,

therefore,

hesitancy on their

part to mainstream is evident.

3.

What supportive services will be necessary for
your students?

Special educators working with regular educators in
classrooms with special and regular education students
will facilitate mainstreaming.
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4.Please make any comments that you view as
helpful in mainstreaming.
Administrative support,

change in the attitudes of

teachers and students of regular education and more
socialization of severely handicapped and mentally
handicapped students with regular education peers.
Parental support is critical to the mainstreaming concept.
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CHAPTER IV

DATA PRESENTATION:

INTERVIEWS

Interviewing Questions
1.

How would you describe your self-contained or
mainstreamed classroom environment?

The students in self-contained classrooms described
their classroom as noisy at times because of the "ranking
on" one another.

Students assigned to these classrooms

understood the academic difficulties of one another,

and

it was not as embarrassing as the mainstream classroom if
they were academically lower than their peers in regular
classes.

More help was given by the special education

teacher and instructional aide in a self-contained
classroom.

One student felt that the special education

teacher and aide understood that the students had problems
and tried to help them more than regulation education
teachers.

A self-contained classroom was preferred by one

student because she had experienced difficulty changing
classes and arriving on time for her mainstream class.
Fifteen students preferred the regular education
class because they did not feel isolated from their peers
and they could make new friends and participate in
activities.

The mainstream class provided the opportunity

for them to

be with other students in school.

"No,

I do not like my classroom environment.

The

kids are always bothering one another and you don't know
the other kids in school"

(Student A).
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"I like my classroom environment.

The kids

understand that you have problems - teachers understand
that you have problems.
your work"
"No,

They take more time with you with

(Student D).
I feel that I am not learning nothing because of

the noise.

At times I feel like I am learning something.

I like the teachers.

I like what work you give me.

wish that you would put me in the other class"

I

(Student

F).
"Everybody keeps

'cracking'

on one another, you got

to keep yelling at one another - when some certain person
is sleeping,

it's quiet"

"It's okay.

(Student J).

I don't have to walk around - go to six

different classes - follow six different rules"

(Student

K).

2.

Which classroom do you prefer?

Sixteen students preferred the regular education
classroom.

One student said that he felt "normal"

like other kids.

Being in other classes,

just

they felt that

they could walk around the halls and be with their peers.
Another student felt that regular education students
thought they were retarded with dividers in the special
education classroom.

One student commented that you get

to see what it is really like and how the other kids are.
The dissenting student had difficulty adjusting to regular
education students and teachers.
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In general the students

felt that remaining in one classroom every day was boring
and they would prefer being in the mainstream.
"I like being in other classrooms because you get to
walk around the halls and pass with other students.
feel normal and part of the school"
"Yes,
better.

(Student B).

I would rather be in class with others.

It is not fun being in here.

retarded with these dividers"
"Yes,
anything.
anything"
"Yes,

You

More

People think we are

(Student C).

I don't like that classroom.

You can't do

When you are done with your work,

you can't do

(Student N).
because you keep on seeing the same classroom.

It's boring.

I want to meet other people.

see other people,

Cause I get to

do different things in other classes"

(Student P).

3.

Do you feel isolated from other students
in self-contained classrooms?

Sixteen students who were assigned to self-contained
classrooms felt that they were not part of the school.
The students felt that they were classed as mental, dumb
or different.
territory.

The rooms were labeled as

"bad kids"

Most felt that their friends were on the

"outside" and they were on the "inside".

We can't go

outside or go to the lockers like other students.

Self-

contained classrooms were an embarrassment to students who
were assigned to them.

One student did not feel isolated

because most of her friends lived on her street.
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"I feel that people think that you are mental and
dumb.

The other kids say that it is a room for bad "kids"

(Student B).
"Yes, my friends are out there and I'm not.
looking in at me and I’m looking out at them"
"Yes,

I don't think it is too good,

People

(Student C).

everyone else in

school doesn't have to be worried about being isolated,
but we do.

I feel a little embarrassed when kids walk by

and laugh at you"

4.

(Student H).

Are more activities provided for
regular education students?

Sixteen students who were interviewed agreed that
more activities were provided for students in regular
education.

They felt that they were able to go on field

trips and participate in more functions such as school
dances,

field day,

picnics and attend plays.

One salient

point was that they did not have to remain in one
classroom all day.

It was better for them if they went to

six classes than being in one self-contained classroom.
The dissenting student had difficulty going to classes and
meeting the time constraints of regular education.
"Yes,

like we can have computers.

different things.
experiments"
"Uh-huh!
all of that"

Everyday do

You go to science class and do

(Student P).
There's six classes - music,
(Student Q).
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art,

English -

"Yes,

they go on field trips, parks,

They go to Boston.
activities"

Something like that.

talent shows.
They have more

(Student K).

"You can go on field trips - to dances.
a part of the school"

You are more

(Student E).

"Uh-huh because of the work - like today in music.
Yesterday we watched the movie "The Wiz."

The teacher

signs up for the computers and lets me bring in my
computer games"

5.

(Student G).

Are materials more diversified and innovative
in regular education?

Thirteen of the respondents agreed that the materials
were more diversified and innovative in the mainstreamed
class.

However,

in some classes four students thought

that the regular education teacher provided only a
textbook and many handouts for studying purposes.

The

respondents said that in some English classes the work was
fun because they could write stories,

poems and plays.

They did not think that there was a great deal of
diversity in materials or that the materials were
innovative in regular education.

One student liked the

idea of doing projects because he could choose a topic
which he thought was interesting and enjoyable to him.
"In science we have lectures and a lab period.
use more than just textbooks"
"Not really.
reading.

(Student A).

We have workbooks and textbooks in

We see video tapes"

(Student B).
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We

"Uh-huh,

social studies projects on Springfield-

Connecticut Valley Historical Museum.
Sawyer" pen pals at schools"

We are reading "Tom

(Student N).

"I have only one book and a lot of hand-out sheets.
I read from the hand-outs"

(Student D).

6.
Do you feel differently in a regular education
classroom than in a special education classroom?
Good,

normal feelings were words used by sixteen

respondents to describe their feelings in a regular
education classroom.

One student expressed his happiness

in going to different classes.
through mainstreaming.

Self-esteem was enhanced

A sense of freedom was experienced

by mainstreamed students,

however,

the special education

self-contained classroom represented a prison.

The

majority of students felt that their peers thought of them
as stupid and crazy.

As one student expressed that one

day in self-contained classrooms was like ten years.

The

only dissenting student felt that she could not cope with
the numbers of students in regular education,

therefore,

a

special education classroom was acceptable.
"I feel like the other students and normal.

In a

special education classroom you think the kids feel that
you are stupid and crazy"

(Student A).

"I like being in regular education classrooms.
feel just like the other kids.

You go along with the kids

in the halls and to the cafeteria"
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(Student B).

"Yes,

I feel free.

I feel like in that P.A.C.

have been there ten years for one day"
"Yes,

good feelings.

room I

(Student N).

I just like being out there"

(Student C).
"Yes,

for me I was very happy because I could go to

all those classes"

(Student F).

"Yeh! because in a regular education classroom you
learn more stuff.
a referral.

You get one warning and you go down on

Just to get in there is a challenge to me

because I have been in the P.A.C.
"Yes.
nothing.

six years"

(Student G).

I felt like I was locked in here.

You can't do

They treat you like you were little.

You do

work all day - study more - you have to stay in class - do
work"

(Student P).
"Yeh!

yourself"

You have more fun - you feel better about
(Student I).

"I think it's better.
than in here.

You get to know more people

Sometimes I get scared when people come

over to talk - because I don't know them.
after they tell me who they are"

7.

I feel better

(Student Q).

Are teacher expectations in regular education
comparable with special education?

Seventeen students who were interviewed agreed that
the mainstream teacher expected more from students.
homework assignments were given.

These assignments were

to be completed within a given time.

Less help was given

by the regular education teachers to the students.
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More

It was

felt that the regular education teachers would embarrass a
student and become sarcastic if inappropriate behavior was
displayed in the classroom.

Very little tolerance for

disruptive behavior was shown by the regular education
teacher,

and an office referral would be written.

education teachers,

Special

however, would give more chances and

assistance with academics.
"They give you homework.

They expect it to be done.

They will embarrass you if you don't act right and make
sarcastic comments"
"No,

(Student E).

they expect more.

a lot of homework.

One day they expect you to do

You can't get used to it.

That they

don't give me time to do the things I would like to do just what they like to do"
"Yes,

(Student K).

the teacher expected a lot.

these in here.
us a "bitch".

The teacher used to curse at us and call
Every day we would get in fights with her.

Sometimes I refused to do my work.
grades"

The kids were like

She would give me bad

(Student F).

"They expect you to do the work - know the materials
-whether you understand or not.
directions.

They don't like to repeat

They want you to get it the first time or

they wonder why you haven't.
don't know the work"

It is embarrassing when you

(Student D).
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8.
Describe your feelings about
your transportation to school.
Fifteen special education students in self-contained
classrooms, who ride the mini-vans with the mentally
handicapped,

said that they would rather ride the regular

yellow buses or city buses.

They were embarrassed as they

said that their peers thought they were stupid,

dumb or

mentally retarded because they were transported on these
vans.

Two students did not mind riding on the vans

because of the door to door transportation.
"Yes,

I like the big yellow buses.

van around my house,
embarrassing"

When I get on the

the kids begin laughing.

It is

(Student C).

"I like riding the school buses with the other
students.

They think that you are "mental" when you are

on the other buses"

(Student E).

"I don't like the little ones.
They make you feel happy.

I like the big ones.

You look retarded"

(Student I).

"They thought you were mental riding with those kids
-my mother let me walk after I talked with her"

(Student

B).

9.

Do you enjoy having other teachers for your subjects?
Fifteen of the students enjoyed having other teachers

for their subjects.

Being in regular education classrooms

provided an opportunity for them to have the same
experiences as their peers.

In general the students felt

that the teachers were nice,

and having many different
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ones was not as boring as having the same teacher all day
for every subject.

Two students observed that all of the

regular education teachers had different rules for their
classes.

These students said that the mainstream teacher

could be sarcastic and nasty,

and that some of the

teachers were not as nice as others.
"Sometimes you like the teachers.
sarcastic and nasty.

Some can be

It depends on the teacher"

(Student

E).
"I enjoy getting out of class.

Fun - changing

classes - you really see what it is like"
"Yes,
day.

(Student D).

you don't have to look at the same teacher all

You have fun doing other work with other people"

(Student P).
"Yes,

it is nice to have more than one teacher

because it is easier to meet other teachers - because when
you are doing good in one class - other teachers recommend
you for other classes"

(Student H).

10.
Describe your experiences while
being in mainstreamed classrooms.
Seventeen students described their experiences as
being fun and different.

The students felt that if the

regular education students were your friends,
would be fine.

everything

If the students were not your friends,

they would talk about you.

The regular education

classrooms could be noisy and sometimes fights would
occur.

Some of the students would instigate fights.
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The

mainstreamed students felt that they had more kids to talk
with in regular education classes.
"I have met new friends.
Your friends look up to you.

You can go to your lockers.
I would feel more

comfortable when I have learned my work like student "A".
The students adjust to you.
being able to read.
"Yes,

They get used to your not

They accept you more"

I get to know a lot more people - have fun.

like having more than twelve kids.
now"

I

I think I am ready

(Student N).
"Uh-huh,

you.

(Student D).

because I meet more people.

You can meet a new friend every day"

11.

Other kids help
(Student Q).

What do you want to do when you are an adult?

All of the respondents had some idea of what they
would like to do or be as adults.

Their career choices

ranged from military service to the culinary arts.
Pilots,

lawyers,

research scientist,

cosmetologist, model

and business man were some of their chosen fields.

Some

of the respondents had alternative plans if one career was
not successful.

Getting married,

having children and

owning a home was important to some of them.
"I plan on trying to research fields.
science.

I like laser technology.

technology -not a builder of houses"

I want to design new
(Student A).

"What I want to do in life is sing.
something to lean on,

I like

If I need

I would like to be a lawyer.

would love to write stories"

(Student D).
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"I would like to become a model or cosmetologist.
mom was a nurse and model.
into nursing"

My

She stopped modeling to go

(Student K).

"Basketball player - an actor or something - body
builder - you know how they do those things"

(Student I).

12. Why do you think that you were assigned
to a special education classroom?
Sixteen students were assigned to special education
self-contained classrooms for behavioral reasons

(fighting

-teacher assault - disruptive behavior in regular
education classes).

Truancy and skipping regular

education classes were mentioned by the students.
Negative attitudes and difficulty comprehending academic
materials created problems for the students.

One student

had difficulty adjusting to regular classes and the large
number of students in the classroom.
"I know why - Mrs.

"B"

said I had a problem behaving.

I never had a problem behaving.

I couldn't do the work.

was transferred from school A to school B"

I

(Student D).

"Because of my actions and attitude - because they
felt I needed more help with my work, more attention"
(Student K).
"Cause I used to not do any work.
people when they do their work.
think about it.

No,

I don't know.

I fight—get even—mess you up.

started it sometimes too.
office.

I used to bother
I didn't
I

She kept sending me down to the

she didn't want to listen.
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The last two

marking periods I began behaving.
the teacher recommended it"

My mom decided because

(Student P).

"I got into a fight and began hanging and doing the
wrong things with my friends"

(Student C).

13.
How were elementary school classrooms
different from junior high school classrooms?
All of the students said that it was more difficult
in junior high school than elementary school.

They

thought that the elementary teachers were more concerned
about their going to junior high school,

however,

junior

high school teachers were not as concerned about their
going to high school.

Elementary teachers did not force

students to do their work or give as much work as junior
high teachers.

One could go outside more in elementary

school and had a chance to play.

The students felt that

elementary school was boring and that more things were
offered in junior high school.

It was also mentioned that

one could change classes and not remain in the same room
all day.
"It was okay after you get finished with your work.
If you do bad things you get 50.
hundred you can't go outside.

If you have over a

Soccer - basketball field -

you don't have to do as much work.
all our work.

Hey, we have to do

It is tiring trying to do all your work"

(Student C).
"They weren't really different.
in junior high than elementary school"
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They had harder work
(Student M).

"They taught more materials in junior high everything in detail - used more examples-labs-projects

II

(Student A).

14.

How were your elementary teachers different
from your junior high school teachers?

All of the students thought that the elementary
teachers were softer than the junior high school teachers.
The students said that they could communicate better with
their elementary teachers.

Junior high school teachers

were harder and more distant.

A personal interest was

taken in students by elementary teachers.

The elementary

teachers were more fun than the junior high school
teachers.

The students said that they had to cope with

many teachers and that some of the teachers in junior high
school were snobby.
"Elementary school teachers worried about you getting
into junior high.
your own.

When you get in junior high, you are on

They don't care that much about you getting to

high school"

(Student H).

"You felt more comfortable - the elementary teachers.
-You could talk to them.

They would take you for a walk -

have picnics in the park"

(Student K).

"Elementary school teachers more softer - teachers
here are more tighter than elementary"
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(Student P).

15.
Has mainstreaming into regular education
classes helped or hindered your learning?
Being mainstreamed in regular education classes has
proven beneficial to special needs students.

Self-esteem

was enhanced and they felt happier being with their peers.
The mainstream helped them to feel normal and part of the
school.

Peer acceptance evolved after being in the

mainstream for a period of time.

The students said that

they could participate in more activities and that they
learned more in regular education classes.

Being away

from self-contained classrooms and in the mainstream
alleviated the stress of students ranking on one another
in self-contained classrooms.

In general they thought

that a mainstream class was better for them than a selfcontained classroom.
"We do like him.
your feelings.
with him.

He's funny.

He lets you express

He does more things.

I never acted up

I'm glad I'm away from that classroom.

have to defend yourself"

Don't

(Student P).

"I feel more normal and I have made more friends.
You can participate in all activities and go outside at
lunch time.

I can go to high school and do the work.

know that I have a brain.

I

The kids in special education

are worthless. • They aren't going any place"

(Student A).

"It has helped me to get into high school so that I
can get my diploma and go to college.
cafeteria,
facilities.

dress the way you like.

You can use all the

Take a foreign language.
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You can go to the

Work on the

computers.

You are treated more like an adult"

(Student

E).
"It was fun when I started going to cosmetology.
hated it.

Then I liked it.

We had people come into us

about families and how to keep a job.
independent living"

16.

I

They called it

(Student F).

If you could make the schools better,
what would you do?

The responses for school improvement covered getting
rid of the P.A.C.

classrooms,

and that career education

should be added and that teachers who were more interested
in students would be kind.

The students thought that the

seventh graders should have just as many privileges as
ninth graders.

Some thought that the school rules were

dumb and that they should be changed.

One student said

that the selling of drugs in school required a policeman
to be in the schools.
the schools,
change,

More supplies would help to improve

and the attitudes of the kids needed to

as well as the attitudes of the teachers for

effective school improvement.
"I would get rid of the P.A.C.

classrooms and tell-

all the kids don't come back until you get your act
straightened out"

(Student N).

"Ask kids what they want to do.

Maybe school would

be better if they do what they want to do"
"Take all the bad kids out,
more activities.

(Student J).

all the good kids in.

Do

Get some people to be in the bathroom so
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you can't smoke.
new supplies"

Give teachers more pay.

Get them some

(Student L).

"I would change the mini-classrooms like Mr.
take a board and put between them.
P.A.C.’s together.

I would change the gym rules.

ask for passes.

one thousand times.

-

I would like the

change the guidance and gym offices.
the counselor,

"K"

I would

If they want to see

I would have them write

Give them 2-1/2 hours of detention.

A police officer with a dog.
The police would be there.

They sell drugs in school.
I saw them selling it in here.

I don't know who it is.

They can wear shorts,

of the time - that's it"

(Student Q).

but not all

The data from the interviews indicated that students
who are placed in special education self-contained
classrooms feel that their peers consider them abnormal or
different from other students.

Most of the participants

felt that being in the mainstream with their peers was
better than being isolated in self-contained classrooms.
Riding on mini-vans that transported the participants to
school made them feel inferior and created embarrassment.
The students were aware of the label mentally retarded,

as

well as the label crazy or disturbed being attributed to
students in self-contained classrooms.
Regular education to them provided more services and
opportunities for field trips than special education.

The

majority preference was an education with their peers in
the mainstream.

As one student stated "You feel normal.
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It was felt that

regular education teachers could not

provide the time and help in classrooms that special
educators could.

More homework was given by regular

educators and that their attitude was harsh and not as
understanding as special educators.

The students,

in

spite of the increased work expectations, preferred
regular education to special education.
expressed "I would do away with P.A.C.

As one student
Classrooms."

This

was his response to the question of school improvement.
Five regular education teachers and five special
education teachers were consulted regarding their views on
mainstreaming.
One regular education teacher said that it was
"awful" to have students remain in the same classroom the
entire day.

The students that were mainstreamed in her

classes were on the same academic level as the others in
her classroom,

therefore, modification in instructional

practices were not required.

This teacher felt that if

students were placed in her classes with lower reading
levels,

definite assistance from a special educator would

be required to insure student achievement.

This teacher

said that she was ill equipped and ill trained to address
individual difference.

This teacher thought that the

mandates of Chapter 766 and the actual implementation of
the law in school systems would be very difficult because
of the regular educator's training and the limited
resources available to them because of fiscal constraints.
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Another regular education teacher at this school
thought that the mainstreamed students'

self-esteem was

enhanced through their placement in regular education
classrooms with their peers.

This teacher experienced

positive peer relationships in her classroom and the
regular education students developed a better
understanding of special education students from P.A.C.
classrooms.
Modifications in educational practices were made by
this teacher to accommodate the special needs students.
This teacher explained to the researcher that a different
grading system was used to evaluate the mainstreamed
student so that success was experienced by the youngster.
Accommodation and recognition of individual difference
were strong factors in the grading of the P.A.C. or pupil
adjustment students in her classroom.

The attitude and

flexibility of the regular education teacher were key
factors for the success of the mainstream students.
Three regular education teachers said that the
behavior of the students who were mainstreamed was
superior to some of the students of regular education.
The failure in the mainstreamed class was a result of
their inability to read the subject matter.

These

teachers recommended a learning center placement for the
students as they thought that they were not behavioral
problems and that it would be better not to return them to
self-contained classrooms.
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Feelings of lower self-esteem were experienced by
these students,

and they did not want to be placed in

learning centers.

Learning center placement to them,

however, was better than self-contained classroom
placement.

Most regular education teachers of academic

disciplines did not individualize instruction or modify
instructional practices in their classrooms to maintain
the special education student who was not on the same
level.
Special education teachers of the mentally
handicapped at this junior high school did not place their
students in academic disciplines.

These students were

placed in vocational education classes for mainstreaming.
One teacher told the researcher that it was unfortunate
that there were not more classes for mentally handicapped
at the school so that they could be mainstreamed into
other classes equivalent to their academic ability.

This

would alleviate their remaining in the same classroom all
day.
Most of the special education teachers said that it
was ludicrous to place students in regular education
classes if their reading levels were below the students of
the lowest divisions in regular education.

To place

students from special education in the mainstream under
these conditions would program them for failure.

Learning

center or self-contained classroom placement was
recommended for students who do not meet this criteria.
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Some of the students who are in self-contained classrooms
will not have the opportunity of being mainstreamed
completely in regular education classes.
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CHAPTER V

CONCLUSION
Traditionally,

educational systems were designed to

address academic disciplines.

Compulsory Attendance Laws

were incorporated and vocational programs were brought
into the schools.

Teachers taught subject matter and our

culture valued "bright students."

Students who were not

able to keep up with academics were encouraged to drop out
of school or attend vocational schools.

School systems

did not take the time to address emotional needs of
students or problem behavior in classrooms.

Special

education classes were formed to accommodate students with
deviant behavior and learning problems.
The implementation of P.L.

94-142 on the national

level and Chapter 766 in Massachusetts is the
responsibility of all educators.
education classroom teachers,

Regular and special

administrators,

counselors,

parents and the community must be involved in the return
of these students to the least restrictive environment.
Communication networks between special and regular
education teachers must be implemented in order for the
mainstreamed special needs student to achieve academic and
social success in regular education classes.

Special

education students in mainstreamed classes must be fully
integrated academically and socially to insure optimum
achievement according to their abilities and needs.
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The crucial variable in this integration is the
communication between regular educators and special
educators.
another.

Teachers have rarely communicated with one
Individual teachers become involved in their

specific disciplines and are autonomous in their
classrooms.

P.L.

94-142 and Chapter 766 have placed new

demands on regular education teachers.

Many teachers feel

that their instructional strategies are inadequate and
that their standards of excellence are questionable.
Handicapped or exceptional students have been the
responsibility of special education teachers,

therefore

most regular education teachers have not increased their
kills in this area.

Most regular education teachers have

felt that difficult or deficient students could only be
provided with adequate and specialized instruction by a
special educator.
teams.

Teachers have not worked together as

The resources available in school settings have

not been utilized.

The autonomy of a classroom has been

and continues to be encouraged by traditional educational
systems.
In order for an exceptional student to benefit from a
mainstream class,

the teacher must be willing to modify

instructional practices to accommodate his or her students
whose abilities and needs might be different from students
in his or her class.

An exceptional student's learning

style or ability may be different from the majority of
students in the regular education classroom.
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Regular and

special class teachers must work together to construct a
program to address the needs and abilities of these
students.

The regular educator must know the specific

goals for the student and how mastery of the discipline is
to be demonstrated.

The special education teacher should

act as a consultant to the regular education teacher.
Informal and formal consultations should take place
between special and regular education teachers.

Special

education teachers should assist regular educators in the
classroom with exceptional students and regular education
students so that the special educator will not be foreign
to regular education students.

This will reduce

discriminatory instruction to certain students and
alleviate potential classroom problems.
Vandivier & Vandivier

(1979)

cautioned special

educators who are involved in regular education classrooms
as consultants to understand the problems of regular
educators who are held accountable for teaching basic
academic skills to regular students.

The attitudes of

regular education teachers have developed over a period of
time and cannot be altered quickly.

The special educator

should strive to develop an appreciation for the goals,
aspirations,

and expectations of regular educators.

Confrontations between demanding special educators and
resistant regular educators are harmful and non-productive
for students.
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Special educators and regular educators must work
together and form harmonious relationships.

Irrespective

of one's specialty, both are educators and must strive to
maintain positive favorable conditions in classrooms for
instruction of mainstreamed students.

The return of

special education students to the least restrictive
environment so that they can experience a normal education
atmosphere is of utmost importance to students who have
been placed in special education classrooms and isolated
from a normal school environment.

All educators must

recognize that student growth and development supersedes
altercations by regular and special educators.
Special education teachers have responsibility for
preparing students for the mainstream.

The researcher has

invited regular education teachers to address the
expectations of their classes prior to the student's
entry.

The following study of a "3R" classroom will

demonstrate how a resource room for emotionally disturbed
and behavioral dis-ordered adolescents has helped in the
mainstreaming of students.
At a Council for Exceptional Children's Conference, a
workshop presentation by Joan Klein presented the 3R
program at Highland Park Junior High School in St. Paul,
Minnesota.

The term "3R" refers to a Responsibility

Resource Room.

The staff consisted of a teacher, an

educational assistant, clerical aide and a part time
social worker and fifteen students in grades 7-9 who had
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been I.E.P.'s into the program.

They were assigned to

this class for maladaptive school behavior and have been
described as emotionally disturbed.

Students spend from

one to four hours per day in the 3R room.

They remain in

as many mainstream classes as possible and the goal is to
increase mainstream success and eventually be returned to
all regular classes.
The atmosphere of the "3R"
and warm.

classroom is calm,

quiet

Expectations for 3R classroom students are

clearly defined and academic productivity is emphasized.
Mainstream classes are considered of ultimate importance
and this is the goal and objective of this classroom.

The

instruction is individualized and the students work
independently in carrels.

The teacher and educational

assistant monitor and give help to the students as needed.
Direct teaching of basic academic skills is the impetus of
the class.

Mainstreamed students are assisted with

regular class work and homework.

Students who do not

require remediation use the regular class curriculum and
texts in the room.

The staff counsels with the students

regarding ways of handling social or behavior problems in
regular classes,

corridors,

cafeteria and buses.

Group

and individual counseling is provided for the students as
well as activities to reinforce their strengths and
interests such as art,

electronics,

creative writing and

activities for a break in the school day.
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The behavioral management system consists of points,
use of contracts and concrete reinforcers.

The behavioral

goals are reviewed every week as well as student
contracts.

The grades and summary of his or her problems

in mainstream classes are sent to his or her parents in a
formal letter.

Students are allowed to buy free time with

their points.
cards,

They may use games,

puzzles,

art materials,

tapes of their own to listen to for the time

purchased.

The behavior management system consists of

(1)

setting up an environment which avoids generating
inappropriate behavior,
behavior,

(3)

(2)

ignoring mildly inappropriate

a sequence of procedures and consequences

for prolonged or excessively inappropriate behavior.

The

only time an administrator is called to handle a problem
is when students refuse to leave the class with the
teacher.
In this workshop presentation mainstreaming is
stressed to the students as their goal and the reason for
their striving.

Intensive help is given to students in

mainstreamed classes.

Classes are arranged and teachers

are selected that will give the mainstreamed student a
chance to succeed.
classroom.

Behavior is monitored in the regular

There is frequent communication with parent,

teacher and student regarding homework assignments.
"3R"

classroom is available as a time-out area for

mainstream teachers to use for "3R"
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students.

The

In order for the "3R"

classroom to become part of the

total school environment, modifications were needed in the
use of the room.

The "3R"

classroom as a homeroom is made

up almost entirely of regular students.

The resource room

is open to all students before and after school and
between classes so that they use game,

cards,

or puzzles

or for conversation with the special educator.

The

classroom door is always opened so that regular education
teachers and students can observe that nothing unusual
happens in these classes.

Regular education students

share in the care of a pet hamster and leave items in the
room.

This socialization of emotionally disturbed

students with regular education students helps to reduce
the stigma of the room.

Special education teachers are

actively involved with the mainstream teachers,
the counselors,

social workers,

within the school.

as well as

aides and psychologist

An on-going relationship must be

developed within the entire school with all personnel as
special educators need cooperation and help.
classroom is involved with the entire school.

The "3R"
This kind

of involvement is necessary for students to achieve their
goals and have an opportunity for success.
School personnel are reluctant to accept students
from self-contained classrooms in the mainstream because
of ideas and beliefs that have been formed since the
beginning of public education.

The segregation of special

education from regular education has been an educational
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detriment to all involved in the learning process.

The

training of educators in universities has widened the gap
between the training of special and regular educators
declaring one incompetent to instruct students in the
special education category.

Change must begin in the

training of teachers at the college level,

so that the

potential of all students will be recognized and developed
to the fullest extent.
Universities and teacher training institutions must
begin to address the needs of under-achieving students in
regular classrooms.

Regular educators might benefit from

the strategies and methods used in special education to
address the needs and abilities of slow learners.

Courses

at the university level such as behavioral management and
methods and materials for slow learners might be helpful
to regular education teachers.
The researcher has observed the behavior of students
in self-contained classrooms.

One student asked the

teacher to close the classroom door as the regular
education classes were changing from period to period.

He

told her "that he didn't want the regular education
students to see him in that class".

Sometimes this

student would hide in the corner of the room so that he
would not be seen.

Chapter 766 with the regulation that

students be placed in the least restrictive environment
helped to alleviate some of the stigma sustained by these
students.

As a result of being mainstreamed,
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some have

demonstrated more appropriate behavior in the selfcontained classroom.

Academic expectations of regular

education teachers have been met in a satisfactory manner
by the students,

and some have been enrolled in the high

schools of Springfield, Massachusetts.
Many students have felt that inappropriate behavior
was expected in self-contained special education
classrooms.

Students have expressed their negative

feelings about being transported on mini-vans instead of
regular school buses with the regular education students.
For some of the students the least restrictive environment
will be special education self-contained classrooms
because of the academic expectations of regular education
and the uniformity of instruction.

Chapter 7 66's intent

to address the individual difference in students is
impeded by archaic structures of school systems and basic
philosophies that do not address diversity in students.
Special education students,
self-contained classrooms,

who have been assigned to

have expressed to the

researcher their need for socialization with their peers
in regular education.

These students feel that

mainstreaming will accomplish this goal.

The general

consensus of these students is that mainstreaming will
help them to participate in all of the programs within the
junior high schools.
On the surface mainstreaming at this urban junior
high school seems to be fairly effective,
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therefore,

one

might expect fairly positive comments.

The openness of

mainstreaming means that more kids have had bad
experiences with it.

The researcher suspects that

mainstreaming at this school has been facilitated by the
following factors.

The amendment for the placement of

special education students in regular classes is written
on a trial basis.

A trial basis is contingent on academic

abilities and appropriate behaviors by special needs
students in regular education settings.
are not met,

If these criteria

then students return to the special educator.

This amendment absolves the regular educator from the
responsibility of dealing with inappropriate behavior or
academic failure of the mainstreamed student.

The

Guidance Department recommended teachers who exhibited a
more positive attitude toward special education students
and more receptive to their presence in regular classes.
One regular education teacher said,

"Some of the students

in regular education are worse than special education
students."
The study clearly indicates the debilitating effects
of isolated classroom placement as stated by special
education students in self-contained classrooms for
behavioral reasons.

Sixteen of the respondents who

participated in the study preferred mainstreaming in
regular education classes over remaining in one classroom
the entire day.

The student who dissented experienced

difficulty in changing classes and adjusting to different
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teachers.
general,

Feelings of embarrassment, worthlessness and in
low self-esteem were experienced by the students.

Being mainstreamed in regular education classes enabled
them to feel

"normal" and part of the school environment.

Their transportation to school on special buses with
mentally handicapped students reinforced feelings of being
classed as

"mentally retarded."

Mainstreaming,

irrespective of teacher attitudes and academic problems,
was preferred over special education classrooms.
Traditional educational settings will absorb special
education students within their environments.

Regular

education instructors will need to modify some practices
and procedures in order to maximize student achievement
and success in the mainstream.

Administrators,

instructional and support staff in regular education must
work in conjunction with special education personnel to
address the needs of the mainstreamed students.

The

design and implementation of staff development programs
will be paramount for effective mainstreaming.
Staff development in schools has been in the form of
workshops and inservice meetings by supervisors of
academic disciplines.

Teachers rarely shared in the

planning of workshops or the materials selected for
presentation at the workshops.

Teachers were expected to

implement the materials and instructional strategies
presented at the inservice meetings in their classrooms.
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The implementation of Chapter 766 will require a
different kind of staff development.

Regular education

teachers will need to work with students in self-contained
classrooms and become actively involved in instruction in
these classrooms.
The socialization of regular education teachers with
special education students will be vital for attitudinal
change in regular education teachers toward exceptional
students.

On-the-job training and direct contact with

these students will help to dispel some of the myths,
stereotypes,

and labels that have stigmatized special

education students for many years.

Lectures,

conferences,

workshops and consultants will not provide information
about special education students that direct involvement
in instruction and socialization will address.
Ianni

(1989)

suggests that a caring community has to

be formed to help adolescents deal with the stage between
puberty and adulthood.

Mentor programs and a youth

charter or set of standards and expectations should be
communicated to the adolescent.

Connections must be

established between adolescents and adults in business and
career development.

Bonds must be established between

schools and communities.

This kind of a relationship is

needed to aid the adolescent in this stage of transition
and his/her search for structure.

The search for

structure must be validated in the community,

otherwise,

it is not acceptable or believable to the adolescent.
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A former teacher aide with another program felt
brainwashed by regular educators concerning the behavior
of students in Pupil Adjusment classrooms.
however,

This person,

chose to work with these students and has been

successful in a Pupil Adjustment classroom.
Chapter 766 opened public education to all persons
irrespective of their handicapping condition.
has segregated mentally retarded,
handicapped students,

Our society

severely and profoundly

and students with behavioral

problems from their peers in educational settings.

The

separation of these students from others in society has
been detrimental to all.
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APPENDIX:

QUESTIONNAIRE

Ethnic Group*:

__White

Sex:

_Female _Male

Grade:

_

Program:

Special Education

7

__Black

_8

Hispanic

Other

9

I have been in special education self-contained
classrooms
__Elementary school
.Junior high school
.Elementary and junior high school
B.

My mainstream classes are
_English

Home Economics

Mathematics

Industrial Arts

Social Studies

.Physical Education

Science

Art & Music

Interviewing Questions
1.

How would you describe your self-contained or
mainstreamed classroom environment?

2.

Which classroom do you prefer?

3.

Do you feel isolated from other students in selfcontained classrooms?

4.

Are more activities provided for regular education
students?

5.

Are materials more diversified and innovative in
regular education?

6.

Do you feel differently in a regular education
classroom than in a special education classroom?

7.

Are teacher expectations in regular education
comparable with special education?

8.

Describe your feelings about your transportation to
Kennedy.
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9.

Do you enjoy having other teachers for your subjects?

10.

Describe your experiences while being in mainstreamed
classrooms.

11.

What do you want to do when you are an adult?

12.

Why do you think that you were assigned to a special
education classroom?

13.

How were elementary school classrooms different from
junior high school classrooms?

14.

How were your elementary teachers different from your
junior high school teachers?

15.

Has mainstreaming into regular education classes
helped or hindered your learning?

16. If you could make the schools better, what would you
do?
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Dear Parents:
I am a doctoral candidate at the University of
Massachusetts at Amherst and a special education teacher
in the Springfield School System.
Presently I am working
on my dissertation.
The study will assess the effects of
mainstraming special education students into regular
education classes.
This project has been fully planned according to the
University of Massachusetts Graduate School standards and
has received full endorsement of the doctoral committee.
In order to collect the necessary data, students will
be asked to participate in two interviewing sessions.
The
sessions will be approximately forty minutes in duration
and will take place outside of school at a convenient
location and time.
The questions will focus on their
opinions regarding mainstreaming into regular education
classes.
The interview will be analyzed by the researcher.
In
the writing of my reports, student names will not be used.
I will not share the information with any one who might
identify the participants.
I am requesting your permission for your daughter/son
to participate in the dissertation research.
If you
agree, please sign the following written consent.
If you
have any questions, please do not hesitate to contact me
at the following address.
Your cooperation is really
appreciated.
Thank you.
Jayne Leigh
Kennedy Junior High School
1385 Berkshire Avenue
Springfield, MA 01151

Dear Mrs.

Leigh:

I have authorized my daughter/son _
to participate in your dissertation research.

Date

Signature

Abstract Describing Use of Human Participants
The basic focus of this proposal is the perceptions
of mainstreaming by seventeen students from special
education self-contained classrooms.

The goal of this

study is to ascertain the views of students who have been
isolated from their peers in special education classes
with little hope of mainstreaming before the passage of
P.L.

94-142 on the national level and Chapter 766 in

Massachusetts.

The study will analyze present educational

practices and their effect on the mainstreamed student.
The method of inquiry proposed for this study is
personal interviews with students who have been
mainstreamed.

The method of data collection will involve

two interviewing sessions approximately forty-five minutes
in duration.
The enclosed written consent form will be reviewed
conjointly by the doctoral student,
or legal guardian.

participant and parent

The information will not be collected

unless the consent form is signed.

The parents have

verbally consented for their son or daughter to
participate in the study.

To ensure confidentiality,

names of the students were changed.
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